Gifted and talented adolescents\u27 experiences in school counseling by Wood, Susannah
W&M ScholarWorks 
Dissertations, Theses, and Masters Projects Theses, Dissertations, & Master Projects 
2006 
Gifted and talented adolescents' experiences in school counseling 
Susannah Wood 
William & Mary - School of Education 
Follow this and additional works at: https://scholarworks.wm.edu/etd 
 Part of the Student Counseling and Personnel Services Commons 
Recommended Citation 
Wood, Susannah, "Gifted and talented adolescents' experiences in school counseling" (2006). 
Dissertations, Theses, and Masters Projects. Paper 1550154194. 
https://dx.doi.org/doi:10.25774/w4-ek3z-z928 
This Dissertation is brought to you for free and open access by the Theses, Dissertations, & Master Projects at W&M 
ScholarWorks. It has been accepted for inclusion in Dissertations, Theses, and Masters Projects by an authorized 
administrator of W&M ScholarWorks. For more information, please contact scholarworks@wm.edu. 
NOTE TO USERS
This reproduction is the best copy available.
®
UMI
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission. 
Gifted and Talented Adolescents’ Experiences in School Counseling
A Dissertation 
Presented To 
The Faculty o f the School o f Education 
The College o f William and Mary in Virginia
In Partial Fulfillment 
O f the Requirements o f the Degree 




R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.







Thomas J. W at^ h ^  Ph.D. 
Chair o f Doct(Wl Committee
Joyce VanTassel-Baska, Ph.D.
Charles F. Gressard, Ph.D.
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
This is the Lo r d ’s doing; it is marvelous in our eyes.
Psalm 118:23
“Child,” said the Voice, “I am telling your story, not hers. I tell no one any story but his 
own.”
C.S. Lewis 
The Horse and His Boy 
HarperCollins 1954
i
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
ACKNOWLEDGEMENTS
Thanks and praise to the Lord God Almighty, without whom this work would 
never have been finished.
Thank you to my parents, William and Catherine Wood, for things beyond 
counting. I am what and who I am because o f your love.
Thank you to my committee, Tom, Rick and Joyce who were my own “wise 
friends.” Thank you for saving me when I needed rescuing, challenging me when I was 
too complacent, inspiring me when I lacked the spark, helping me pick the rocky path 
between excellence and perfection, guiding me when I lost my way, and believing in me 
that this could someday come to fruition. In the end, it’s always a work in progress.
Thank you to the students and staff o f Governor’s School, without whom this 
project would never have happened. Thank you to Barbara McGonigall for her dedication 
and service, Sheryl Johnson for her passion for the job which rubs off on everyone else, 
and to the students at the 2005 Arts and Humanities summer program, I salute you.
Thank you to the staff and students at Huntington Middle School who made me 
the counselor that I am.
Thank you to my mentor Dr. Norma Day-Vines for spending time on me, 
teaching me to be the best school counselor and counselor educator I could be, and 
believing I would set the world on fire. Thank you to Dr. Jill Burruss for instilling in me 
the desire and courage to become an advocate for the gifted. Thank you to Vanessa 
Whitaker for her continued enthusiasm for how school counselors can make a difference. 
A candle looses nothing of its flame by lighting another candle.
ii
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Thank you to Brenda Hoffman, my roommate, who saw it all and still loved me
for it.
Thank you to my astounding cohort, Laurie, Kylie, Kent and Harry for your 
nurturing, cheerleading, humor and unwavering loyalty. Thank you for reminding me 
what it was I set out to do. This work is just as much yours as it is mine. You have my 
pride and my love.
Thank you to Marcy, who embodied the gifted woman and wise mother, for being 
my big sister; and Bess, for her companionship and being the best intellectual sparring 
mate a gifted girl could ask for. Thank you to Kim for her laughter and “keep it real” 
attitude. Thank you to Heather, your laughter was infectious.
Thank you to Tom for your faith and hope in things yet unseen. Thank you to Kat, 
for letting me play the big sister. Thank you to Dave, for the stories, Dana for your 
kindness, and to the other counselor educators in the years before me who modeled 
success.
Thank you to Rip and Victoria who supported me in this path, knowing that 
families of the gifted would benefit, and Julia who was the portrait of the teacher all the 
students love. Thank you to my students, who taught me more than I can tell.
Thank you to the wonderful men and women of Jones 100, Patti, Deborah, 
Wendy, Dorothy, and Chris. You never doubted I would make it.
Thank you to the amazing women of PEO who were the forerunners in so many 
different fields. Thank you for acknowledging and nurturing the talent of women 
worldwide.
Thank you to the prayer warriors of BSF and Quarters.
iii
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Thank you to Krissie, Lisa and Heather, for their inspiration, faith, and 
unquestioning love through these years.
Thank you to Jon, Sean and Chris for pushing me to “follow the bubbles”.
Thank you to Jen and to Katie, women of quality and my friends.
Thank you to the Chumps, the most diverse group of gifted “kids” I have ever 
the pleasure to meet. You, and the other members of the Kempsville High School 
marching band, remind me why I chose this path.
iv
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
TABLE OF CONTENTS




Who Are The Gifted?.....................................................................................1
Definitions of Giftedness..................................................................2
Characteristics of the Gifted.............................................................3
Cognitive and Affective Functioning. .......................3
Additional Traits and Characteristics.................................5
Developmental Patterns.......................................................6
Myths and Realities of the Gifted................................................................ 7
Special Populations of the Gifted.................................................................9
Counseling the Gifted and Talented............................................................ 17
Counseling the Gifted in Schools.................................................................21
Training and Education of School Counselors in Gifted Issues................23




Significance of Study.................................................................................................. 33
CHATPER TW O ............................................................................................................... ......35
Review of Related Literature..................................................................................... 35
v
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Primary Theories of Gifitedness..................................................................... 36
Giftedness as Intelligence.................................................................. 36
Giftedness as a Developmental Process............................................38
Giftedness as a Social Construct....................................................... 42
Giftedness as Talent Development...................................................46
Summary.............................................................................................. 47
The Social-Emotional Development of the Gifted Student:
Critical Issues................................................................................................... 48
Early Longitudinal Work................................................................... 53
General Well-being and Adjustment................................................55
Self-image and Self-concept..............................................................58
Coping and Peer Relationships..........................................................61
The Experiences of Culturally Diverse Gifted Students................ 65
Gender Identity................................................................................... 70
Parental Concerns............................................................................... 74
Career Expectations and Multipotentiality...................................... 77
Perfectionism and the Fear of Failure...............................................80
Adolescence: A Critical Juncture..................................................... 85
Counseling the Gifted and Talented Student................................................ 88
Established Need for Differentiated Counseling Services for the
Gifted Student......................................................................................88
A Return to the Original Mission of Counseling:
Positive Psychology ..............................................................  91
vi
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Current Service Providers of Counseling.................................................................. 95
Centers for Talent Development.................................................................... 96
Family Counseling...........................................................................................97
Individual Counseling....................................................................................100
Teachers of the Gifted....................................................................................105
School Counseling......................................................................................... 108
School Counseling and Services for the Gifted Student.........................................I l l
Past Service Delivery Models....................................................................... I l l
Gifted and Talented Specific Counseling Models..................................... 112
ASCA National Model...................................................................................117
Current Status of School Counseling and the Gifted Student...................121
Best Practices in Counseling the Gifted....................................................................124
Gifted Concerns..............................................................................................124
Academic Counseling Best Practices........................................................... 126
Career and College Exploration Best Practices..........................................127
Personal/Social Best Practices....................................  128
School Counselors, the Talent Development Process, and Positive
Psychology..................................................................................................................130
Gaps in the Literature................................................................................................. 132
Lack of Research on Counseling Outcomes with Primary Stakeholder:
The Adolescent...............................................................................................133
Purpose of the Study...................................................................................... 134
Conclusions.............................................................................  135
vii






Operational Definition of Giftedness...........................................................141
Operational Definition o f Giftedness Per Domain Area........................... 142
Operational Definition o f Adolescence...................................................... 144
Operational Definition of School Counseling Experience........................ 144
Conceptualization of Participants................................................................ 144
Instrumentation........................................................................................................... 145
Construction of the GT-ASC 1......................................................................145
Results of the Pilot Study.............................................................................. 149
Data Analysis Decisions.................................................................. 149
Frequency and Descriptive Statistics..............................................151
Item Analysis.....................................................................................152
Factor Analyses..................................................................................152
Construction of the GT-ASC II.....................................................................155
Demographics....................................................................................155
The Counseling Relationship..........................................................156
Personal and Interpersonal Skills.................................................... 156
Self-knowledge and Awareness.......................................................157
The Pursuit o f Excellence.     .................   157
viii
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Addition Items of Participant Choice.............................................158






Use of Electronic and/or Internet-based Surveys................................................... 165
CHAPTER 4 .............................................................................................................................169











Type o f School Attending.................................................................173
Region of Virginia............................................................................ 173
Domain Area Identified for Governor’s School Attendance 174
ix
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Descriptive Statistics.....................................................................................174
“Predictable Crises” ......................................................................... 174
Frequency of Visits.......................................................................... 177
Research Question Number Three..................................................177
Nature o f the Counseling Sessions....................................181
Research Question Number Four................................................... 181
Personal and Interpersonal Skills...................................... 181
Self-knowledge and Awareness........................................ 183
The Pursuit of Excellence.................................................. 185
Research Question Number Five................................................. 186
Factor Analyses.............................................................................................189






Discussions, Conclusions and Implications........................................................... 202
Introduction................................................................................................................202
Discussion.................................................................................................................. 207




R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Identity Concerns...............................................................................211
Social Acceptance............................................................................. 211
Perfectionism and Fear of Failure................................................... 213
Nature of the Counseling Sessions, the Counseling Relationship
And Counselor Understanding...................................................................215
Nature of the Counseling Sessions................................................. 215
The Counseling Relationship........................................................216
Counselor Understanding..............................................................217
Discussion of Findings in the Area of Personal and Interpersonal Skills,
Self-knowledge and Awareness and The Pursuit o f Excellence..............218
Personal and Interpersonal Skills....................................................218
Self-knowledge and Awareness......................................................220
The Pursuit of Excellence............................................................... 222
Explication of the Factor Analysis.............................................................. 224
The Counseling Relationship and the Negative Aspects of
Counseling.........................................................................................225
Self-Growth and Development.......................................................226
Self Skills and Self in Relationship to Others.............................. 228




High School Counseling Program Components.......................................235
xi
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Group Differences.......................................................................................237
Conclusions..................................................................................................237




Counselor Education Program Implications.............................................250
Positive Psychology, Talent Development and The
School Counselor...............................................................  256
Limitations of the Study.......................................................................................... 256




Areas Identified in the Literature as Potentially Challenging
to Gifted and Talented Students................................................................ 295
Appendix B ................................................................................................................300
Table of Findings and Contributions in the Relevant Literature........... 300
Appendix C ................................................................................................................317
Best Practices of Counseling the Gifted Student and Corresponding
Items in the GT-ASC I Pilot Survey..........................................................317
Appendix D ................................................................................................................322
Definition of Giftedness in the Marland Report  ............................. 322
xii
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Appendix E ...............................................................................................................323
1998 VA State Definition of the Gifted ......................................323
Appendix F ............................................................................................................... 325
Documents and Information for Student Admission into the 2005 
Governor’s School Summer Program for Visual and Performing Arts
and Humanities............................................................................................324
Appendix G .............................................................................................................. 330
GT-ASC I Pilot Survey.............................................................................. 330
Appendix H .................      353
Pilot Information Letter and Consent Form.............................................353
Appendix 1............................................................................................................... 355
Demographic Characteristics of Pilot Participants................................ 355
Appendix J ......................................................................................................... ...... 356
Results of Pilot Study................................................................................ 356
Appendix K ............................................................................................................. 358
Rotated Component Matrix for Factor Analysis of GT-ASC I
Pilot With Four Components...................................................................358
Appendix L..............................................................................................................360
GT-ASC II: Gifted and Talented Adolescents’ Experiences in School
Counseling Survey.................................................................................... 360
Appendix M .................................... ..........................................................................368
Parent/Guardian and Student Information Letters
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
and Consent Forms 368
Appendix N ...............................................................................   377
Demographic Characteristics of Participants........................................... 377
Appendix O ............................................................................................................... 379
Participant Responses Per “Predictable Crises”/
Developmental Concern.............................................................................. 379
Appendix P ................................................................................................................ 380
Frequency and Descriptive Statistics for Participant Responses to 
Items 9 to 21 Describing the Nature of the Counseling
Relationship................................................................................................. 380
Appendix Q ............................................................................................................... 382
Statistics for Participant Responses to Items 24 to 36 Describing 
the Extent to Which Personal and Interpersonal Skills Were Topics
Experienced in School Counseling............................................................382
Appendix R .........................................................................  385
Statistics for Participant Responses to Items 27 to 51 Describing 
the Extent to Which Self-knowledge and Awareness Were Topics
Experienced in School Counseling............................................................385
Appendix S .. . ...........................................................................................................388
Statistics for Participant Responses to Items 52 to 64 Describing 
the Extent to Which Perfection and Excellence Were Topics
Experienced in School Counseling............................................................388
Appendix T ..........................................................................................................    .390
xiv
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Rotated Factor Matrix for GT-ASC II.......................................................390
Appendix U ..................  392
The National Association for Gifted Children’s Socio-Emotional 
Guidance and Counseling Program Standards......................................... 392
xv
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
LIST OF TABLES
Table 1 Final Factor Analysis for the GT-ASC I Pilot With Four Factors............153
Table 2 Four Factors Created by Items in GT-ASC 1.............................................. 154
Table 3 Participant Choices for Academic and Career Counseling Program
Options by Number of Participants............................................................ 188
Table 4 Total Variance Explained by a Nine Factor Solution of
Items in the GT-ASC II................................................................................191
Table 5 Items Grouped by Factor and Logical Relationship...................................192
Table 6 2 (Sex) by 9 (Factor Score) MANOVA...................................................... 194
Table 7 8 (Region) x 9 (Factor Score) MANOVA................................................... 194
Table 8 Analysis of Variance for Factor Scores by Region of Virginia.................195
Table 9 7 (Race) by 9 (Factor Score) MANOVA..................................................... 195
Table 10 Analysis of Variance for Factor Scores by Race........................................ 196
Table 11 Games-Howell Post-hoc Analysis for Scores on Factor 2 .........................197
Table 12 Games-Howell Post-hoc Analysis for Scores on Factor 9 ........................ 197
Table 13 Number of Participants by Race................................................................... 197
Table 14 Means and Standard Deviations on Factor 2 by Race................................197
Table 15 2 (NewRace) by 9 (Factor Score) M ANOVA............................................198
Table 16 5 (Program Area) by 9 (Factor Score) MANOVA......................................199
Table 17 Analysis of Variance for Factor Scores by Program Area.........................199
Table 18 Games-Howell Post-hoc Analysis for Factor 2 Scores............................... 199
Table 19 Analysis of Variance for Items in Factor 2 by Humanities and Dance. ..200
xvi
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
GIFTED AND TALENTED ADOLESCENTS' EXPERIENCES IN SCHOOL 
COUNSELING
ABSTRACT
Current literature and research has suggested that gifted students encounter 
developmental challenges typical of all students but also encounter unique stressors due 
to their giftedness. Several o f these stressors, challenges or “predictable crises” have been 
suggested in the literature as those gifted students will most likely encounter during the 
development o f their talent. Counseling has been suggested as a means of facilitating the 
talent development process in accordance with ethical considerations to the gifted 
students’ need, the primary goals of the counseling profession, and the need for future 
contributions of the gifted student to society at large. School counselors are in a unique 
position to be an active part of the talent development through utilizing the best practices 
o f counseling the gifted student. However, currently there is a lack o f research which 
methodologically tests these best practices and little is known about what gifted students 
encounter in their experiences in counseling from their point of view.
The purpose of this study was to investigate gifted and talented adolescents’ 
experiences in school counseling. This study examined what gifted and talented 
adolescents experienced in terms of “predictable crises,” the counseling relationship, best 
practices in counseling the gifted, and their ideas o f beneficial school counseling program 
options. Results of an online survey given to gifted students in the state of Virginia were 
analyzed via descriptive statistics, factor analyses and multivariate analyses of variance 
using SPSS 12.0. Descriptive statistics indicated that perfectionism, fear of failing and 
issues tied to multipotentiality were of concern to participants but few of the best
xvii
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practices of counseling the gifted were experienced by them. Participants reported a need 
for support by meeting adults in their talent area, discussing class structure and rigor, and 
a desire for apprenticeships, mentorships, and shadowing as components in their school 
counseling programs. Factor analyses yielded nine factors which accounted for 69.7% of 
the variance of survey items.
Implications for high school counselors include an awareness of the concerns 
gifted students have about their talent development, the infusion of best practices for 
counseling the gifted through academic, career and personal/social counseling, and a 
diversity of program components which meet the needs of gifted students. Counselor 
education preparation programs can consider providing the necessary knowledge of 
gifted psychology, facilitating student counselor awareness o f the need for advocates for 
the gifted student by integrating o f the ASCA National Model and NAGC program 
standards into their curriculum in addition providing clinical experience to train school 
counselors to work with gifted students. Further research is needed to better understand 
the outcomes of specific counseling techniques, orientations, and best practices when 
used with this population so that school counselors can be increasingly prepared to meet 
the unique needs of gifted students.
SUSANNAH WOOD 
DEPARTMENT OF COUNSELOR EDUCATION 
SCHOOL OF EDUCATION 
THE COLLEGE OF WILLIAM & MARY
xviii
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CHAPTER ONE
Gifted and Talented 1
Introduction
• “You can't go around saying you are a good student—people will think you are a 
geek!”
• “I  really don ’/ do as well as I  could with my work because my mind is usually on 
something else. ”
• “Parents expect you just to do your best. They try not to put pressure on you, but 
it is always there. ”
• “Sometimes the other students, and even the teachers, act as though I  stole some 
honor that I  didn ’t deserve: They don’t understand that I  was selected to 
participate in this program because it provides the education I  need. ’’
These quotes excerpted from Mary Ann Ford’s 1989 interviews with gifted 
students vividly capture the wide variety o f emotional responses these students have to 
their unique life situations (Ford, 1989, p. 131-134). These students, like so many, are 
faced with the difficult challenge of navigating life’s obstacles while still fulfilling the 
amazing amount of potential that lies within them, both for themselves as well as for 
society as a whole.
Who Are the Gifted?
Who are the gifted? The National Association of Gifted Children (NAGC) 
(NAGC 2006, f  3 online; Carlson, 2004) reported that approximately five percent of the 
total school population, or three million children, in the United States are gifted. This 
percentage has changed slightly since the Marland report in 1972 which indicated that 
about three to five percent o f school-aged children are gifted (United States Department 
of Heath, Education, and Welfare, 1972; Culross, 1989). Determining who the gifted
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
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children in the country are is problematic simply because of the various definitions of 
giftedness being used by individual states. Each state identifies gifted students based on 
the definition that they choose, and there is a wide variety.
Definitions o f  Giftedness
In 1925 Lewis Terman, considered the father of gifted education, determined 
giftedness by the “top one percent level in general intelligence ability as measured by the 
Stanford-Binet Intelligence Scale or a comparable instrument” (Deslile & Galbraith,
2002, p. 16). In 1940 Paul Dewitty suggested that it should be a child’s potential 
contribution to society by performance which constitutes giftedness (Deslile & Galbriath, 
2002). Marland, in 1972, broke giftedness in to domain areas including general 
intellectual ability, specific academic aptitude, creativity, leadership, arts and 
psychomotor ability, and offered that gifted students are those identified by virtue of 
outstanding abilities, performance and achievement in those areas (Deslile & Galbraith, 
2002). Later in 1978 the cluster approach, or the view of giftedness as a convergence of 
high levels of task commitment, creativity and above average general abilities, was 
proposed by Joseph Renzulli (Deslile & Galbraith, 2002).
Currently, the National Association of Gifted Children defines gifted students as 
those who show “or [have] the potential for showing, an exceptional level of performance 
in one or more areas o f expression” (NAGC, 2006, f  4 online). The Public Law, also 
called the No Child Left Behind Act of 2001, applies the gifted label to students who give 
evidence of high achievement capability in areas similar to that o f the Marland report: 
intellectual, artistic, leadership, and specific academic fields (Deslile & Gilbraith, 2002). 
Delisle and Gilbraith (2002) state that the Marland report is the most widely used base for
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
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state definitions. However, due to a lack of one standard definition and the multiple 
iterations of several definitions, identifying gifted children in the United States continues 
to be a challenging task.
Characteristics o f  the Gifted
Cognitive and Affective Functioning. “Gifted children both think and feel 
differently as they experience like in an intense manner” (Dockery, 2005. p. 16). Gifted 
children differ from their average chronological peers in several different ways including 
cognitively, emotionally and in the demonstration of psychological and developmental 
traits. Traditionally, non-gifted peers are those that share the same chronological age as 
the gifted child but who do not share their greater levels of cognitive ability. These traits 
and characteristics can overlap or be intertwined with one another, but each sets the 
gifted child apart from their non-gifted peers.
Exceptional reasoning ability, insightfulness and perceptiveness are all part of the 
gifted students’ cognitive complexity. This ability also includes advanced vocabulary, 
greater retention of information, and rapid learning rate (Lovecky, 1993). Gifted students’ 
intellectual precocity is also expressed through a great desire for knowledge and 
understanding as well as intellectual curiosity (Silverman, 1993b). Along with this desire 
is the need for mental stimulation which traditionally has been a challenge in the regular 
education setting (Robinson, 2002a). Because of this desire for knowledge and mental 
stimulation, most gifted students prefer examining, exploring, understanding and 
mastering stimuli, and may experience stress due to overextension by trying to balance 
too many activities at one time (Lovecky, 1993; Dockery, 2005).
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Gifted students’ ability to conceptualize faster may also mean they are more 
precise in details and extremely insightful regarding the complexity o f situations. These 
students understand multiple meanings, innuendos and sarcasm at an earlier age 
(Silverman, 1993b). At the same time the ability to see multiple present parts as well as 
future extrapolations of a seemingly easy problem can cause gifted student to answer true 
or false questions with a “that depends...” answer (Silverman, 1993b). Given their ability 
to amass and understand large amounts o f information, gifted students may encounter 
frustration when they cannot determine a solution to a problem or concern, rendering 
decision-making difficult for them (Santmire, 1990; Silverman, 1993b). In addition, 
gifted students who require and prefer precision may be less tolerant of the lack of it in 
their peers while at the same time being equally dissatisfied with their own lack of 
precision in their quest to meet self-expectations (Santmire, 1990).
This cognitive complexity lends itself to the gifted child’s range of emotional 
responses as well (Silverman, 1993b). Gifted students may react emotionally to situations 
and people in the same way their chronological age mates do, but at a very different level 
of intensity. Levine and Tucker (1986) indicate that gifted students have higher levels of 
sensitivity and when compared to non-gifted peers (Dockery, 2005). Those students, 
considered “emotionally gifted”, have heightened levels o f awareness and intuitively 
understand complex emotional issues at early ages (Robinson, 2002, p. xviii). Some 
gifted students worry about problems that are the typical province o f adults and have 
greater concerns for global issues and higher levels of moral sensitivities (Silverman, 
1993b).
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Additional Traits and Characteristics. Based on observations and anecdotal data 
resulting from studies on gifted people with IQ’s over 130, Lovecky (1986, 1993) 
proposed that the predominant characteristics of the gifted include divergent thinking, 
excitability, sensitivity, perceptiveness and entelechy.
Divergent thinkers are those students who have a preference for unusual, original 
and creative responses to questions, who are often committed to tasks, innovative and 
independent self-starters (Lovecky, 1993). These students typically think differently than 
their chronological peers. Students who are considered having the trait of “excitability” 
typically have high energy levels, emotional intensity, reactivity, risk-taking, like 
challenges and traditionally seek new experiences and stimuli (Lovecky, 1993).
However, many times excitability is mistaken for attention deficit or hyperactivity 
disorders. The ability to identify with others, depth of feeling, passion, dedication to 
others/causes, and high levels of empathy are all characteristics of gifted students with 
high sensitivity. The student who is considered perceptive can usually see several points 
of view simultaneously, is quick to understand different aspects of him/herself and others, 
gets quickly to the heart of matters, and has a sense of insight, intuition and justice 
(Lovecky, 1993). From the Greek word meaning “having a goal”, entelechy describes the 
student who needs self-determination, demonstrates inner strength, desires to make their 
own destiny, exhibits strong will, and typically has unusual friendships but inspires and 
motivates others (Lovecky, 1993).
Other intellectual and personality characteristics which are common to the gifted 
and are “dynamically interrelated” to all other personality traits include but are not 
limited to the following: exceptional reasoning ability, insight, curiosity, rapid learning
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rates, need to understand and for mental stimulation, imagination, perfectionism, 
advanced sense of humor, introversion, early moral concern, acute self-awareness and 
keen sense of justice which have been mentioned above (Silverman, 1993b, p. 52).
Developmental Patterns. Research also points to the fact that gifted students 
develop out of step or asynchronously with their chronological peers which creates a 
qualitatively different experience for them and additional social and emotional stress 
(Silverman, 1993a, 2002; Miller & Silverman, 1987). Asynchrony typifies giftedness 
according to the Columbus Group in 1991. This group defined giftedness as 
“asynchronous development in which advanced cognitive abilities and heightened 
intensity combine to create inner experiences and awareness that are qualitatively 
different from the norm” (Silverman, 2002, p.32). Gifted children can experience 
disparate rates of intellectual, psychomotor, and affective development within 
themselves.
Asynchronous development can result in frustration and stress as the gifted 
child’s intellectual and cognitive abilities outpace their emotional or social abilities. This 
dissonance may mean emotional outbursts or difficulty in affective regulation, startling 
adults who expect the gifted child’s emotional abilities to meet their intellectual level 
(Robinson, 2002a; Dockery, 2005; Silverman, 1993a). Cognitive abilities can also 
outpace physical abilities creating frustration in the gifted child because they often do not 
have the motor skills to create or produce what they can see and understand (Robinson, 
2002a; Silverman, 1993b). Asynchronous development can also make identification of 
the child’s gifts difficult if  one area, such as verbal skills, is more advanced than others
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such as visual or spatial, presumably disqualifying them from identification and service 
(Robinson, 2002a).
This “out of synch” development has social ramifications as well. Gifted students 
“by definition.. .have more of something, and they have it earlier than do their age-mates” 
(Delisle, 1990, p.224). Social dyssynchrony occurs when children feel out of step with 
their social context, typically because gifted students understand from an early age that 
they are different from their average age peers (Silverman, 1993a, 2002). A gifted 
student’s ability to think more rapidly and more abstractly may mean an earlier quest for 
identity and the search for individual values (Silverman, 1993a; Gross, 2002; Dockery, 
2005). Because of their intellectual abilities, gifted students may prefer the company of 
adults or older students who can “keep up” with their type of thinking (Lovecky 1993; 
Rogers, 2002). The experience o f a highly gifted child is much different from that of the 
average child or a moderately gifted child. “By virtue of being ahead in one or more 
domains, the degree of internal differences gifted children experience is usually greater 
than those encountered by any average child that does not have a disability” (Robinson, 
2002, p. xvii).
\
Myths and Realities o f  the Gifted 
Gifted students, because of their unique development and abilities may face 
unique pressures as well. Rimm (2003) outlines three that gifted students tend to feel. 
First, some gifted students experience the pressure of having to be “the smartest” or being 
extraordinarily intelligent or perfect. Second, gifted students may feel a pull to be very 
creative or unique which can sometimes be manifested through non-conforming or 
atypical behavior (Rimm, 2003). Third, as gifted students approach adolescence, these
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students, like all students, are naturally concerned about being popular, and want to be 
well-liked and admired by peers (Rimm, 2003). It may be the pressure to be extraordinary 
which drives students to be exacting of themselves and of their teachers. A great need to 
be accepted may cause gifted students to quietly underachieve to maintain peer support, 
or to express themselves so badly that they almost painfully stand out, causing educators 
of the gifted to misperceive gifted students. Gifted students, in turn, can bear the burden 
of inappropriate education and lack of understanding by educators who see giftedness as 
a myth or through warped vision created by stereotypes.
Common myths and mixed messages about gifted individuals that are believed by 
many in society have been cited as areas of concern and conflict in the gifted student 
(Coleman & Cross, 2001; Cross, 2002a; Davis & Rimm, 1998; Delisle &Galbraith,
2002). One of these myths is stated in the following manner: because gifted students are 
gifted, this endowment enables them to cope with everything life hands them, both 
challenges and joys. As Delisle and Galbraith (2002) point out, this is impossible; no one 
can handle everything on their own. Even gifted students who seem to have it all 
together, achieve high grades, have healthy peer interactions, and excel in several 
different areas such as music or athletics, need help from time to time, some more so than 
others. The current myth is also exasperated by the fact that many gifted students are 
smart enough to hide how they feel even if they despair o f having it all together or are 
experiencing exhaustion from performing at such high levels. The authors (Delisle & 
Galbraith, 2002, p.28) quote Benjamin Bloom who states “no matter what the initial 
characteristics (or gifts) of the individuals, unless there is a long and intensive process o f 
encouragement, nurturance, education and training, the individuals will not attain
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extreme levels of capability.” Encouragement, nurturance, education and training all 
require the input and aid of other people such as parents, teachers, counselors, mentors 
and friends.
A second myth which follows closely on the first is the fact that gifted students 
don’t need to study or work hard because things “just come to them” or “they’re just born 
with it” (Coleman & Cross, 2001, p. 180). Many gifted students believe this is true as 
well, yet most recognize that study and practice are required in order to develop in any 
one area of interest or passion even if the area is not typically prized in school such as 
chess, poetry, music or technology (Cross, 2002a). In addition, a common belief is that 
gifted students are gifted in every area and do not have areas of weaknesses. Hence it is 
difficult to reconcile the concept of “gifted” with a student who cannot spell, has 
challenges in handwriting, fights, or lacks social skills (Coleman & Cross, 2001; 
Silverman 2003). A corollary belief is that gifted students are gifted all the time and 
somehow are immune to boredom, stress, depression or confusion. Confusion is 
especially prevalent with these myths because students who expect they can do 
everything often struggle with deciding on career choices or areas of specific talent which 
to hone and develop (Coleman & Cross, 2001). Many of these myths have impacted how 
educators have seen the gifted child.
Special Populations o f  the Gifted 
Some gifted students not only face the additional challenges of being gifted with 
its unique cognitive and affective traits as well as asynchronous development, but also 
have the added challenge of being members of special populations who have increased
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difficulties being identified and served inside the educational system. These students 
may be gifted students who are considered at-risk for a variety o f reasons.
Gifted students who underachieve are among those being lost in the educational 
system. Most people assume that being gifted assures educational success and 
productivity (Rimm, 2003), and cannot conceive of a bright child who would 
purposefully underachieve or a gifted student who had a learning disability. Yet both are 
true.
Exactly who are gifted and underachieving students is difficult to define, yet 
reports place ten to twenty percent of high school drop-outs test in the gifted range 
(Rimm, 2003; Seeley, 2003). Part of the challenge to find and help gifted underachievers 
is the fact that these children often hide their gifts or the manifestations of those gifts, and 
thus do not meet the criteria of the state definition of giftedness when assessed on the 
tests the state provides (Ries & McCoach, 2000; Rimm, 2003).
The concept of underachievement is fraught with multiple definitions. However 
Reis and McCoach (2000) have identified the most common component found in each 
conceptualization of underachievement: the discrepancy between ability and 
achievement. Discrepancies can include differences between potential and performance, 
predicted achievement and actual achievement, or a failure to develop or utilize potential 
with regard to external criteria (Reis & McCoach, 2000). Most of these discrepancies are 
determined by matching scores on IQ or standardized test measures such as then Iowa or 
California achievement tests and grade point average or other classroom performance 
(Reis & McCoach, 2000). Ford (1996), however, has advocated for using more global or 
holistic measures to define underachievement and identify those students appropriately.
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Underachieving behaviors include “procrastination, incomplete assignments, 
disorganization, inattention, and careless work” (Rimm, 2003, p. 425).
One reason for underachievement is the fact that gifted students’ intellectual and 
affective needs are not being met inside the school building (Rimm, 2003). Students who 
go unchallenged and uncared for typically become bored, discouraged and angry and may 
suffer from physical and psychological pain (Carlson, 2004; Clark, 1997; Davis & Rimm, 
1997). The cause can be the mismatch between student ability and classroom curriculum. 
In this case, students are “dropping out with dignity” due to boredom, lack of challenge, 
and lack of motivation (Ries & McCoach, 2000).
Other characteristics of gifted underachievers, as compiled through an extensive 
review of literature, include low self-esteem and self-concept, alienation and withdrawal, 
fear o f failure and fear of success, locus of control, hostility or negative attitudes towards 
school, high degrees o f self-criticism and perfectionism, and lack o f coping or self­
regulation skills (Ries & McCoach, 2000). Students whose gifts go unnoticed and un­
nurtured due to hiding, boredom or lack of challenge are difficult to identify and to serve. 
Additional stressors which may lead to underachievement are peer messages about 
acceptable behavior, families characterized by discord, inconsistent parenting styles, 
manipulation and sibling rivalry, “masking” of low self-esteem with bravado, rebellion, 
open criticism of teachers and the sense of low personal control (Rimm, 2003, p. 430). 
Without appropriate challenge and encouragement these students cannot contribute their 
unique gifts to society and thus society loses some of its greatest talent and potential 
future assets.
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Gifted and Talented 12
One other cause o f underachievement in gifted students is the lack of 
identification of twice-exceptional students. Most educators question “how can a child be 
both exceptionally able and ‘disabled’?” (Silverman, 2003, p. 533), yet incidents of 
learning disabilities with in the gifted population are at least as high as in the general 
population, with some estimates ranging from 120,000 to 180,000 gifted students with 
learning disabilities in American schools (Silverman, 2003; Olenchak & Reis, 2002;
Davis & Rimm, 1997). However, because most educators hold stereotypical views of the 
twice-exceptional student, the students themselves “go misjudged, misunderstood and 
neglected” (Olenchack & Reis, 2002, p. 177; Whitmore & Maker, 1985). A gifted child 
who is slow to master handwriting, has difficulty spelling, and takes time in mathematical 
calculation is not likely to be identified as gifted while at the same time, a gifted student 
with seemingly poor performance is typically accused of being lazy, procrastinating, 
lacking self-discipline or general interest (Silverman, 2003).
Sensory integration dysfunction, attention deficit hyperactivity disorder (ADHD), 
auditory processing disorder, visual processing deficits, dyslexia and spatial 
disorientation are all common learning disabilities among gifted children (Silverman, 
2003). However, identifying exactly which gifted child has a learning disability can be 
fraught with complications. The first is measurement. Because one method of identifying 
gifted students is through IQ measures, it may be possible to also identify discrepancies 
revealed between subtests within IQ measures such as verbal and performance scores of 
gifted/LD students (Schiff, Kaufman & Kaufman, 1981; Olenchak & Reis, 2002; 
Silverman, 2003). However, twice-exceptional students continue to be misdiagnosed for 
several reasons including the following: averaging scores masks their strengths and
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weaknesses, scores are compared to norms of average children, lower score may not 
seem “low” enough below the norm, gifted students often have the ability to compensate 
which inflates their scores, and the magnitude of the discrepancies is not often taken into 
account (Silverman, 2003, p. 539). Interviews, observations and other qualitative data are 
needed to ascertain a picture of the whole child’s functioning (Olenchak & Reis, 2002). 
The last concern is masking. “The identification of this group is complicated by the fact 
that the abilities of gifted students often mask their disabilities and, in turn, their 
disabilities may disguise their giftedness” (Olenchak & Reis, 2002, p. 181).
Twice-exceptional students also struggle with the social and emotional outcomes 
o f their unique exceptionality. Olenchak and Reis (2002), through their review of the 
literature, note that these students may have a powerful personal need for excellence in 
performance that approaches dysfunctional perfectionism, intense emotions, unrealistic 
self-expectations, frequent experiences with frustration which may result in a lack of 
motivation, disruptive or withdrawn behavior, helplessness and low self-esteem. Some or 
all of these can be the outcomes of negative experiences in education including 
punishment for not completing work on time, placement in special education classes, 
criticism, and admonishments to work harder and confusion by educators who may not 
understand that bright children can also have learning disabilities. Silverman (2003, p. 
534) writes: “twice-exceptional learners can become casualties of a system that refuses to 
acknowledge their existence, fails to identify them, and does not support their strengths 
or assist them with their weaknesses. Too often, they are left on their own to cope with 
their differences.”
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Gifted students from rural populations may also feel as if they are left on their 
own to cope with their giftedness. Because thirty-nine percent of all public school 
students come from the small towns and rural areas of the United States the needs of 
gifted and talented young people living in those areas deserves attention (Colangelo, 
Assouline, Baldus & New 2003; National Center for Education Statistics, 1998). Rural 
life impacts the education of those students living it its conditions. First, there is a 
shrinking number of people living in rural areas, among those there are more elderly than 
working adults or children (Colangelo, Assouline, Baldus & New 2003). The 
demographics of rural areas drive their economics. The migration o f skilled workers to 
cities and higher paying jobs, and the decrease of employment of rural workers coupled 
with the increase of manufacturing industries in rural areas have all contributed to 
changes in rural economics (Colangelo, Assouline, Baldus & New 2003). Poverty 
continues in many rural areas and “rural children continue to bear the brunt of it” 
(Colangelo, Assouline, Baldus & New 2003, p. 574).
Growing up and being educated in rural schools has its benefits and 
disadvantages. Small rural schools have the advantages of greater level of child-adult 
contact, more individualized learning, the influences o f community on learning, and the 
participation of the community in school events (Colangelo, Assouline, Baldus & New 
2003). At the same time, standardization of curriculum, the call for more rigorous 
schools, and the closing of rural schools have all provided challenges to educating the 
children of rural areas (Colangelo, Assouline, Baldus & New 2003).
One of these challenges is the expectation others have for these gifted students. 
Colangelo et. al. (2003) quote Nachtigal (1994) who writes that if  the community has a
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great deal of skilled and educated workers, like teachers, lawyers, doctors and business 
people, who could act as mentors and role models, then it might be expected that students 
could train for similar roles; however, if  the community does not have professional role 
models then the vision and expectations for its students would be different (Colangelo, 
Assouline, Baldus & New 2003; Nachtigal, 1994, p. 27). The second challenge is the 
degree to which the community can provide resources for gifted students outside the 
school such as museums, libraries, and mentors (Colangelo, Assouline, Baldus & New, 
2003). Other resources which gifted students may not receive are the necessary teachers 
and administrators with training in gifted education, Advanced Placement, honors or 
community college classes, a rigorous curriculum designed to meet gifted needs, and time 
for student involvement (Colangelo, Assouline, Baldus & New, 2003). Lastly, both gifted 
students and teachers of the gifted in rural areas may have to contend with negative 
attitudes towards gifted education and gifted students, lack of support, accusations of 
“elitism” and isolation (Colangelo, Assouline, Baldus & New, 2003).
Other gifted students in rural, suburban and urban areas may also have to contend 
with negative attitudes. One of the most challenging populations o f gifted youth is those 
who are considered as having high risk behaviors. Ken Seeley (2003) writes that high- 
risk gifted students often have the following behaviors: chronic truancy, disruptive 
behavior which can lead to suspension or expulsion, intense withdrawal, behavior that is 
aggressive towards others or self-destructive, running away, substance abuse, and 
delinquent or criminal behavior. Seeley (2003) identifies four primary factors which may 
influence these behaviors which include intelligence, learning style, competence, and 
motivation.
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Seeley’s (2003) work on high-risk gifted youth has revealed that these students 
have high levels of fluid intelligence as measured on the WISC-R IQ test. Having this 
type of intelligence as proposed by Cattell may mean that some gifted students are able to 
arrive at answers to problems without having to go through the formal problem-solving 
steps (Seeley, 2003). This ability however, may cause teachers to believe that these 
students are cheating, since they may not have documented how they arrived at the 
correct answer (Seeley, 2003). Seeley (2003) proposes that because of this fluid ability, 
high-risk gifted students are mostly likely also visual spatial learners, a type of learner 
which typically learns holistically not sequentially, and who often underachieves since 
sequential step-by-step problems solving is prized and rewarded in education (Seeley, 
2003). Third, competence and motivation should be examined when trying to gain a 
better understanding of the high-risk learner. Motivation results from successful attempts 
at mastery and self-perception of competence (Seeley, 2003). Seeley (2003) suggests that 
gifted high-risk students my not perceive themselves as competent or capable of mastery, 
encounter anxiety, avoid situations in which lack of competence will be displayed, and 
thus experience a lack of motivation and decreased feelings of personal control (Seeley, 
2003). Lastly, the engagement of high risk learners in their performance cannot be 
underestimated. “Connell and Wellborn (1994) suggest that school engagement is defined 
by reaction to challenge, beliefs about self, and interpersonal supports. In building 
programs for high risk gifted students, we need to develop school engagement plans that 
include these three elements” (Seeley, 2003, p. 449).
Seeley (2003) quoting Connell and Wellborn (1994) is correct; gifted students 
require challenge, positive self-concept and interpersonal supports such as the “wise
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friend”. These “friends” are needed not only if the student belongs to one of the unique 
populations described above, but because of the interaction of their unique traits and 
asynchronous development with traditional education environments which can result in a 
lack of understanding and lack of provision for their intellectual needs. Without 
challenge, support or a belief in themselves, “tens of thousands of gifted and talented 
children and adolescents are sitting in their classrooms—their abilities unrecognized, 
their needs unmet” whose talents could be developed into future contributions (Davis & 
Rimm, 1997, p. 1).
This lack of recognition, the indifference to the needs of gifted students is what 
the United States Department of Education’s report National Excellence: A Case for  
Developing America’s Talent called in 1993, the “quiet crisis in educating talented 
students” (Office of Educational Research and Improvement, 1993, p. 5). A report 
conducted by the United States Department of Education in 1978 stated that only about 
12% of the three million potentially gifted were reported as being identified and served 
(Carlson, 2004). Thus, the country stands to lose 2,640,000 students’ future potential and 
contributions. The squandering of talent due to lack of identification, service and 
understanding of gifted students threatens to cost America a brighter future. It also 
heralds a clarion call for the need to improve school counseling services for the gifted 
(Carlson, 2004; Clark, 1997).
Counseling the Gifted and Talented 
Counseling has been suggested from the earliest research in gifted education as a 
primary method o f meeting the social/emotional needs of this population in addition to 
helping the gifted student identify, hone and nurture their special talents and gifts. Prior
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studies have indicated that while gifted children, as a group, show mostly positive 
emotional adjustment, some gifted students may encounter emotional and behavior 
concerns (Robinson, 2002; Keiley, 2002). Others suggest that the very nature of 
giftedness may mean that this population is predisposed to certain vulnerabilities based 
on the development and traits common to the gifted (Robinson, 2002; Keiley, 2002).
Counseling, therefore, has been offered as a means of preventing the “predictable 
crises” of the gifted before they occur (Blackburn & Erikson, 1986). These “predictable 
crises” are similar to those typical developmental concerns and needs that most children 
encounter in their maturation, however gifted children encounter and process them at a 
more advanced level (Blackburn & Erickson, 1986). Blackburn and Erickson in 1986, 
suggested that gifted students encounter five predictable developmental crises related to 
academic and occupational success including developmental immaturity, 
underachievement, fear of success, multipotentiality or over-choice, non success and 
perfectionism. Current research also points to the fact that gifted students face complex 
challenges pertaining to acceptance, belonging, and identification with groups, a natural 
developmental need encountered in late childhood and early adolescence (Swiatek, 1995, 
1998, 2001; Cross, Coleman, & Tehaar-Yonkers, 2000; Rimm, 2002). That challenge is 
especially true for students from minority backgrounds who often have to choose 
between being smart and “acting white” or blending in with and receiving social 
acceptance from their own racial or ethnic group (Rimm, 2002; Ford, 1996). Ford (1989, 
p. 131) aptly describes this that gifted youth face:
“[They] must be able to invent solutions before problems arise; to use the past to 
predict the future; to accept ambiguity while seeking answers. They must be able to
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withstand the pressure to conform; and they must be willing to appear deviant. All of 
these tasks require substantial emotional stability and personal strength.”
While each of these developmental crises signal that “a higher-order concept or 
skill is necessary to master successfully the next developmental challenge”, they can also 
be seen as opportunities for future positive development (Blackburn & Erickson, 1986, p. 
552). Authors address the need for counseling to be preventive so that crises need not 
evolve instead of counseling being interventive when the crisis has already occurred.
They state “if counselors simply intervene when crises occur in the lives of gifted 
students, instead of being concerned with continuing affective development of these 
students, the mental health needs of bright children will remain unmet” (Blackburn & 
Erickson, 1986, p. 552). Thus, there is a need for counseling of gifted students around 
issues that arise along the normal developmental trajectory, but which are compounded 
by the additional task of being gifted and navigating the traditional developmental 
milestones of childhood and adolescents from that unique experience.
The need for counseling the gifted, which has been documented widely in gifted 
education, did not reach the primary literature base o f counseling research until the 
1980’s. When it did, it was in response to the manifestation of an unhappy outcome of a 
“predictable crisis”. Both fields became stakeholders in the talent development process in 
the early 1980’s when the suicide of Dallas Egbert, a highly gifted sixteen-year old, hit 
the media in 1981 (Delisle, 1986).
In May o f 1986, the American Counseling Association released an entire volume 
of the Journal o f  Counseling and Development dedicated to the history, current trends 
and issues and counseling needs of the gifted student as a method of preventing such
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tragedy from repeating. The special issue was “designed to caution counselors that gifted 
young people and adults need support to ensure healthy intellectual, emotional and career 
development” and suggested that counselors can provide such support (Kerr & Miller, 
1986, p. 547).
The American Psychological Association (APA), the accrediting body of 
professional psychologists and psychiatrists, has taken on the challenge of serving the 
gifted student and adult. The American Psychological Foundation (APF), a division of 
APA, which was established in 1953, has been dedicated to the understanding of human 
behavior and advancing human welfare, and has included the psychology and welfare of 
the best and brightest students as a primary focus, for the future benefit of all of 
humanity. Through the APF, the APA’s Center for Gifted Educational Policy was created 
whose mission is “is to generate public awareness, advocacy, clinical applications, and 
cutting-edge research ideas that will enhance the achievement and performance of 
children and adolescents with special gifts and talents in all domains, including the 
academic disciplines, the performing arts, sports, and the professions” (APA Center for 
Gifted Education Policy 2004, online). Both the APF and the Center work closely with 
the educational division of the APA to ensure gifted psychological needs are met in and 
out of the classroom with the best research and practice possible. While private 
practitioners, psychologists, and family counselors have been considered the traditional 
service providers of counseling, educators such as professional school counselors are in a 
unique position to make a difference in the talent development of gifted students as well.
The American School Counselor Association (ASCA) has stated that the 
professional school counselor is an “integral” part in the talent development o f gifted
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students (Carlson, 2004; ASCA, 2001). Originally developed in 1988 and revised 
subsequently, the ASCA position statement on gifted and talented students asserts that 
the school counselor assists in “providing technical assistance and an organized support 
system within the developmental comprehensive school counseling program for gifted 
and talented students to meet their extensive and diverse needs as well as the needs of all 
students” (American School Counselor Association, 2001,1 10 online). The position 
statement on the gifted outlines several functions in which the school counselor may 
choose to be involved including the identification of gifted students, the advocacy for 
counseling activities which address the academic, career and personal/social needs of the 
gifted through individual and group guidance, the provision o f resources and materials, 
raising awareness of gifted issues such as those discussed above, and engaging in 
professional development activities in order to facilitate their continuing education of the 
psychology and development of gifted students (ASCA, 2001). The professional school 
counselor is indeed in a unique position to directly impact the talent development of 
gifted students.
Counseling the Gifted and Talented in Schools 
The professional school counselor is a key person in the advocacy o f special 
populations in schools. The ASCA National Model has strengthened the role o f the 
counselor as an advocate and a voice in promoting equity in achievement and access to 
education (Carlson, 2004, ASCA, 2001, 2003; Stone & Dahir, 2006). In addition, the 
National Association for Gifted Children’s (NAGC) program standards provides five 
guidelines by which school counselors can program their school counseling services. The 
focal point of these guidelines is the acknowledgment of the fact that gifted students are
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different and hence need differentiated counseling services, especial gifted students who 
are underachieving. Between ASCA and NAGC, the school counselor is provided models 
o f success upon which to found a program that incorporates the identification of talents, 
their nurturing, and the advocacy on behalf of the gifted students who have these talents.
Each counselor is a special tool in a system who can identify student issues and 
community concerns by virtue of his or her contact with students, parents, and 
community representatives. This unique position enables the school counselor to answer 
the call for social action by striving for equal opportunity for every student, combating 
racism and discrimination through social action and multicultural counseling, and 
providing diversity-sensitive counseling (Baker, 2000). The advocate counselor does not 
seek to “adjust” the student to the educational climate, but works towards adjusting the 
climate to the needs of the students, especially if  it is the environmental climate which is 
causing difficulties in the self-development of the student (Baker, 2000, p. 45). Given the 
current state of gifted education in many states and school buildings, the gifted student 
needs the professional school counselor as an advocate and “wise friend” in the 
development of their talent (VanTassel-Baska, 1990a).
School counselors have an additional ethical call to serve their gifted students. 
Baker (2000, p. 56) states that “if we refrain from discussing or addressing the issue of 
racism in our personal and professional lives—that is, we are silent on the issue—we 
perpetuate by complicity (failing to challenge covert or overt individual and institutional 
racism)”. It could also be said that by failing to address the nature o f giftedness, to ignore 
it or keep silent and uninformed about it, educators can inadvertently perpetuate the 
covert discrimination of gifted students and not serve them according to their needs as is
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ethically necessary. The Multicultural Competencies developed by the American 
Counseling Association set a precedent for how professional school counselors can 
conceptualize the uniqueness of the gifted child and work in conjunction with the Ethical 
Standards for School Counselors (American School Counselor Association 1998, ^ 2 
online), which dictate: “Each person has the right to respect and dignity as a human being 
and to counseling services without prejudice as to person, character, belief or practice, 
regardless of age, color, disability, ethnic group, gender, race, religion, sexual orientation, 
marital status, or socioeconomic status.”
When a professional school counselor refers to this mandate, he or she can also 
add to the prejudice clause: ability level, and to the regardless clause: gifted status. The 
addition of giftedness as an arena that is subject to bias may be a new inclusion, but it is 
based on an old idea. However there may be a gap between a professional school 
counselors’ desire to advocate and ethically serve their gifted students and their 
knowledge, skills and awareness about this population necessary for that service. 
“Although no empirical studies were found in the professional literature 
concerning the relationship between school counselor knowledge about gifted and 
talented students and their level o f involvement with these students, it [has been] 
suggested that more knowledge about these students would result in the provision 
of better counseling services” (Carlson, 2004, p. 8).
Training and Education o f  School Counselors in Gifted Issues 
Professional school counselors graduating from a Council for Accreditation of 
Counseling and Educational Programs (CACREP) accredited institutions are not required 
to take classes in either special education or gifted and talented education in order to
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increase their awareness or range of skills (Olenchak, 2001). The only classes the school 
counselor must take at the master’s level that may teach gifted psychology and education 
are multicultural counseling, an introduction to school counseling course, and a 
lifespan/development course. Inherent in this is the assumption that whatever the school 
counselor needs to know about gifted students will be learned in these classes (Carlson, 
2004; Evans, 1997). How can the school counselor be responsible for advocating for a 
population whose needs he or she may not be aware of due to lack of education? Carlson 
(2004) points out that this need for advocacy is even more critical for counselors working 
in settings which serve minority or students from disadvantaged backgrounds that are 
continually neglected in their identification and service in gifted education.
VanTassel-Baska (2004, p. 4) cited the need for counselor training in her report 
on state policies in gifted education. She recommends a “minimum of 12 hours of course 
work linked to university based program...[and] linked to current NCATE standards for 
gifted teacher preparation” as well as “frequent, regularly scheduled staff development 
opportunities for targeted staff.” In her report, states are already realizing that school 
counselors should be included in that “target.” But there is large discrepancy between 
what school counselors can and should do, and what they have training and knowledge to 
do.
Statement o f the Problem 
This knowledge gap springs from a two fold dilemma. First is the lack o f a 
formalized set of best counseling practices related to gifted and talented students in the 
school counseling literature. The field of gifted education has already established 
activities and service delivery models it believes will benefit gifted students (Silverman,
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1993a-d, 2002; Ries & Moon, 2002; Moon, 2002; Siegle & McCoach, 2002; Colangelo, 
2003; Mahoney, 1997; Coleman & Cross, 2002; VanTassel-Baska, 1998). However, very 
few of these have made their way into the general school counseling literature base. Nor 
have the majority of these best practices been tested empirically to ascertain their levels 
o f effectiveness. In fact, “there is almost no outcome research available on the efficacy of 
specific counseling and modalities, approaches, or strategies, with gifted individuals and 
their families” (Moon, 2002, p.218). A second problem is the noticeable lack of gifted 
students working with school counselors.
Evidence supports the idea that gifted teens believe that school counselors are 
available and appropriate for others, but not for them as a gifted students (Peterson,
2003). Many gifted students believe that counseling services are for the “other kids”, 
those “in trouble” or “with problems” (Peterson, 2003, p. 64). However, some gifted 
students from at-risk, minority or low socio-economic status, are the “other kids” with 
high ability, the students who are the first to be commended for success, seek 
scholarships, and get assistance with college applications (Peterson, 2003). Anecdotal 
data suggests then, that gifted students have a diverse opinion about themselves as a 
group and as well as how school counselors relate to them. It appears that gifted students 
believe that school counselors’ sole purpose is to facilitate academic development and 
college/scholarship applications. If this is true, school counselors may not be in a position 
to know what their gifted students actually need from them. If school counselors are 
being called to be advocates for these students and meet their unique needs to prevent the 
“predictable crises” described above then they need to know what their gifted students 
require of them in order to be more effective advocates and counselors.
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Research Questions
Thus, the field of school counseling is lacking a unique voice, perhaps the most 
important voice of all, if  it wishes to determine via data-driven programs, which proposed 
school counseling best practices and service delivery suggestions actually work with 
gifted and talented students. While there are a few studies which have sought to 
determine school counselors’ perceptions of and involvement with gifted students 
(Carlson, 2004), there are none which have asked the gifted and talented student what he 
or she has experienced in school counseling.
The purpose of this study was to answer the question: what are gifted and talented 
adolescents’ experiences in school counseling? Secondary questions included:
1. Which if any, of the “predictable crises” which are said to occur during the 
adolescent developmental period are actually happening according to the gifted 
and talented adolescent?
2. How frequently do gifted and talented adolescents utilize their school counselors 
for help on these concerns?
3. What aspects of the school counseling relationship are gifted students 
experiencing and what is the nature of the high school counseling relationship as 
described and experienced by gifted and talented students?
4. To what extent do the counseling best practices of personal and interpersonal 
skills, self-awareness and knowledge, and excellence and perfection, as cited in 
the literature, characterize the school counseling experience according to the 
gifted and talented adolescent?
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5. What school counseling services or interventions do gifted and talented 
adolescents perceive as beneficial to them and students like themselves?
6. Are there differences in what types of experiences gifted and talented adolescents 
have based on demographic variables such as sex, region, race or the area for 
which they are identified as gifted?
This study endeavored to fill the gap in current research in counseling the gifted 
student by investigating the gifted and talented student’s experiences in school 
counseling. To provide the beginnings of outcome research where there is a lack of it, 
this study attempted to answer the primary guiding research question through a 
quantitative analysis of student responses to survey questions which asked the student 
what he or she experienced in school counseling. Because the development of the gifted 
and talented student runs from childhood into late adulthood and because the types of 
counseling can be considered diverse, this study limited its investigation to gifted and 
talented adolescents in high school receiving high school counseling in the various 
service delivery forms provided to them in their schools. This study took a broad view of 
experience, interpreting that to mean the students’ involvement with a variety of school 
counseling programs, orientations, and techniques as well as the proposed best practices 
of counseling the gifted which will be elaborated upon in Chapter Two.
Theoretical Rationale 
All gifted students reside in an environment, typically an environment with 
multiple contexts such as home, school and community. However, not every individual 
with gifts resides in an environment which encourages the use his or her gifts.
Inhospitable environments contribute to the loss of the production and performance o f  the
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gifts if  the individual does not strive to their potential, whether by choice or by constraint. 
Constraining, inhospitable environments often inundate the gifted individual with the 
view that giftedness is pathological or a state of being that requires a “cure” or a fix”. 
Through the conceptual lens of positive psychology however (Seligman, 2002), the 
asynchronous development between intellect and emotion as described above can be seen 
as the internal conflict within the gifted student which leads to new levels of 
development, causing the gifted student to experience new thoughts and feelings about 
their interactions with the world around them.
The primary mission of psychology and counseling turns from “curing” the 
apparent differences of the gifted student to fostering the same gifts which make them 
different. The goal of counselors is to help gifted students, and all students, make their 
lives more productive and fulfilling, and to identify and nurture and develop their unique 
signature strengths (Seligman, 2002). Gifted students are capable o f living meaningful 
lives in which they use the same signature strengths and virtues in service o f something 
larger than themselves as individuals. The identification, exploration and application of 
individual strengths and virtues are important parts of the full life because these same 
strengths act as buffers and sources o f resilience (Seligman, 2002). Those people who 
counsel the gifted help them identify and build on their strengths and virtues so that these 
students can reach towards the meaningful life that best fits themselves and their 
environmental contexts.
School counselors, who reside in one of the primary environmental contexts of 
the gifted, are in a prime position to help these individuals facilitate their understanding 
of their signature strengths and their application in the students’ striving towards the full
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life. School counselors can help in two ways. The school is one of the several 
“institutions” which can support or not support the development of the gifted individual’s 
signature strengths. Thus, within the school, counselors can help gifted students begin to 
identify their strengths and talents as well as to attempt to define what they consider the 
full and meaningful life. The school is a critical context in which the gifted student can 
flourish or disengage. Second, student signature strengths are not limited to intelligence 
or academic aptitude but can be expanded to include social and emotional domains and 
traits which Silverman (1993b) and Lovecky (1986, 1993) as described above. School 
counselors are able to view the child from all angles, as a “whole” child and thus identify 
strengths that may not manifest themselves in other contexts such as exclusively the 
classroom or the home.
The school counselor may make the difference between whether or not the 
student’s gift is recognized (so then it can be nurtured) or it goes unnoticed and its 
potential untapped. School counselors can be the “wise friend” in the guidance and 
counseling of the gifted, and in the identification and development o f students’ unique 
signature strengths. Thus the school counselor, the “wise friend” in the institution of the 
school becomes a critical component in the talent development of the gifted student.
If the school counselor is to be this critical person in the lives of gifted students, 
he or she needs to have the necessary awareness, knowledge and skills to address these 
students’ unique needs. First, school counselors should be the good listener who can offer 
insight, a new perspective, recognition and development o f individual strengths, see 
problems from the students view, and provide room for self-exploration and growth 
(Silverman, 1993c). In addition, counselors should have an “understanding of the
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affective needs of the gifted as wedded to knowledge of counseling skills” (Silverman, 
1993c, p. 85). Second, school counselors need to be aware that gifted students are 
different from their average age peers. Third, school counselors should be aware of the 
myths surrounding giftedness as well as of their own conceptualizations, biases, and 
experiences with giftedness which will influence the way they work with these students. 
Fourth, school counselors must also be knowledgeable about how giftedness impacts 
student development in the academic, social-emotional and career arenas. Last, the school 
counselor needs to be skillful in identifying and developing specific student talents and 
gifts, reframing them if the student perceives them to be negative, coordinating services 
and resources, providing multiple options for service delivery including individual, small 
group and classroom guidance activities, talking to parents about giftedness, and creating 
programs which meets the needs of gifted (Carlson, 2004). Taken together, these three 
specific arenas o f awareness, knowledge and skill, can be conceptualized as the backbone 
of what is considered to be the best practices of counseling the gifted and talented student 
(Silverman, 1993c; Colangelo, 2003; Carlson, 2004).
If these best practices are critical in the school counselor’s ability to nurture gifted 
students’ signature strengths and facilitate their discovery of a meaningful life past K-12 
education, then it becomes necessary to ascertain whether or not these best practices are 
occurring and whether or not they are effective with gifted students. However, none of 
the best practices have been empirically tested to determine their worth and effectiveness 
when applied to gifted and talented students inside the school counseling venue. Reis and 
Moon (2002, p. 262) state:
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“There are many good ideas in the literature for developmental interventions by 
parents, teachers, and counselors, but few suggestions for how to help professional 
counselors best address the needs of their clients who are gifted and talented. What is 
needed most, however, is solid, empirical research on patterns and interventions that 
promote the healthy development of gifted students into gifted adults who lead 
satisfying and personal and professional lives.”
In other words, there is a void of research which methodologically tests whether 
or not any or all of the above best practices described as school counselor awareness, 
knowledge and skills, actually work for gifted students. The lack of research is 
problematic if  school counselors are being called to return to their primary mission of 
identifying, nurturing and facilitating the development of the gifted student’s signature 
strengths as well as being called to be a change agent and advocate in the institutional 
context in which the gifted student resides. Another problem is the fact that, with the 
exception of a small body of anecdotal information, no one has asked what gifted 
students experience in their school counseling interactions.
Definition of Terms
Adolescent— Represents the gifted adolescent. Specifically, this study examined the 
experiences of gifted adolescents in high school, with approximate ages ranging from 16 
to 18, or roughly, sophomore to senior years. The term “student” was used 
interchangeably with adolescent.
Gifted — Refers to the Virginia state definition of giftedness (Appendix E) which was 
crafted from the Marland (1972) report, and defines the gifted student as one “whose
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abilities and potential for accomplishment are so outstanding that they require special 
programs to meet their educational needs. These students had “potential or demonstrated 
abilities and who have evidence of high performance abilities, which may include 
leadership, in one or more of the following areas: intellectual aptitude, specific academic 
aptitude, technical and practical arts aptitude, visual and performing arts aptitude” 
(Virginia Department of Education, 1998, p. 4; Stephens & Karnes, 2000, p. 235).
School counseling — Was defined as “the provision of services to students, parents, 
school staff and the community” as taken from the American School Counselor 
Association National Model (2003). Specifically, this study focused on high school or 
secondary school counseling. School counselors who provided counseling at this level 
was described by ASCA (2003, f  3, online) as “professional educators with a mental 
health perspective who understand and respond to the challenges presented by today’s 
diverse student population...They provide proactive leadership that engages all 
stakeholders in the delivery of programs and services to help the student achieve success 
in school.”
School counseling experience — Included adolescents’ interaction with any of the 
following: the school guidance curriculum, individual student planning, and responsive 
services such as individual or group counseling, consultation with parents, teachers and 
other educators, referrals to other school support services or community resources, peer 
helping and the provision of information. Not all students had the same type of school
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counseling experience because of the type of education they are received such as private, 
public or home schools.
Public high schools are mandated by the state of Virginia to have professional 
counselors and most if  not all of the private high schools had at least one counselor on 
staff. Home-schooled students who qualified for gifted services worked with a school 
counselor who helps them with recommendations and placement in gifted services.
Significance of the Study 
By posing the question of what gifted and talented students are experiencing in 
school counseling, this study provides information about the effectiveness o f the 
suggested best practices for counseling the gifted in schools through the gifted student’s 
eyes. The results of this preliminary investigation may help school counselors to refine, 
rethink, and rediscover aspects of their school counseling programs and practices which 
can identify and develop their gifted students’ signature strengths. In addition, this study 
informs counselor educators about issues and concerns that their future school counselors 
may confront when working with gifted adolescents. This study captures an almost silent 
voice in the literature of gifted counseling which is that of the student. Last, results could 
lead to more controlled quantified studies which would systematically determine the 
effectiveness of different programs and best practices for different age groups of gifted 
students or provide the basis for longitudinal and cross sectional studies which could 
track changes of counseling needs over time in this population.
Most importantly however, this study sought to reframe the counseling needs of 
gifted students not as problems to be fixed or cured by the school counselor but as 
opportunities to discover the signature strengths o f these students which will act as
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buffers in their quest for a meaningful life as well as the great assets and future 
contributions these strengths will have in tomorrow’s society.
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Review of the Related Literature
This chapter will describe briefly several major theories of giftedness followed by 
critical issues pertaining to the social and emotional development o f gifted students. A 
brief rationale for counseling the gifted student will follow with an explanation of how 
positive psychology can be used as a lens through which the nurturing of gifted students 
and the development o f their talents can be seen as the mission of counselors. Then, a 
brief description of traditional service providers o f counseling will follow along with a 
rationale for school counselors to be “wise friend” in the talent development process of 
gifted students. A discussion of traditional school counseling service delivery models as 
well as gifted and talented specific models will be provided along with the current best 
practices in counseling the gifted student. The chapter will then close with a rationale for 
the current study, its uniqueness in the literature, and its future potential to add the 
answer to the question: “What are gifted and talented adolescents experiencing in school 
counseling?”
Chapter One reviewed the many different working definitions o f giftedness in the 
United States as well as the common developmental and psychological characteristics of 
gifted learners. The first half of this chapter will extrapolate the conceptual base from 
whence those definitions arose through a brief historical overview of the research on 
gifted learners and follow with critical issues in counseling the gifted student which stem 
from their unique gifted nature.
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Primary Theories o f  Giftedness 
Conceptualizations and definitions of giftedness have changed over time. The 
following section intends to capture the essence of how giftedness has been 
conceptualized in society and how the various definitions o f giftedness have impacted 
current understandings of gifted psychology and development. No one theory has been 
able to completely explain the multidimensional concept of giftedness; however each 
theory has provided an important lens through which the gifted person can be viewed. As 
time has progressed and advancements have been gained in research, testing and 
assessment and as societal views have changed, theories and understandings of giftedness 
have also naturally changed. What will follow here is an overview of the progression of 
conceptualizations of giftedness beginning with static intelligence, to the suggestions of 
multiple intelligences, individual potential and future contribution, giftedness as a 
developmental paradigm and finally giftedness as the development of talent. Lastly an 
analysis o f the contributions of each theory will be given in light of both the education 
and counseling of the gifted individual.
Giftedness as Intelligence
The beginning o f investigation into the concept o f giftedness was the budding 
research into intelligence, still the most widely used and understood concept today in the 
understanding and identification of giftedness. While it is beyond the scope of this 
chapter to delve into all of the studies behind the concept o f intelligence, it is important to 
mention some o f the theories based on this construct which have influenced the field of 
gifted education and society’s understanding of who the gifted learner is.
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The release of Sir Francis Galton’s Hereditary Genius has been credited as the 
one of the earliest significant endeavors into research and writing on intelligence 
(Colangelo & Davis, 2003). Galton observed that eminent people appeared to come from 
eminent families, a conclusion which confirmed his idea that intelligence was hereditary 
(Colangelo & Davis, 2003). Later, Alfred Binet introduced the concept of mental age and 
the corollary idea that people grow in intelligence. He proposed that any given individual 
could be ahead or behind the average intellectual level for his or her chronological age 
and that discrepancy could, in fact, be measured through testing. Yet neither Galton nor 
Binet pursued any social or affective outcomes or ramifications of intelligence or how 
that social-affective development functioned within eminent individuals and families.
In 1925 Lewis M. Terman released Genetic Studies o f  Genuis, which chronicled 
his massive undertaking of a longitudinal study of gifted children in California. The 
Terman studies, beginning with several administrations of the Stanford-Binet intelligence 
tests, were “the starting point of empirical scientific investigation of gifted individuals” 
(Sajjadi, 2000, p. 111). Terman collected and analyzed data concerning intellectual 
accomplishments, career development, social-emotional development, physical health, 
and life satisfaction (Myers & Pace, 1986; Colangelo & Davis, 2003). Since Terman’s 
day, the phrase “high IQ” has been often interchangeable with the term “giftedness.” The 
use of IQ testing has long been, and continues to be, a standard method of identification 
of gifted youth despite efforts to broaden perspectives on how the construct is defined, 
appraised and applied (Karolyi, Ramos-Ford, & Gardner, 2003).
Leta Hollingworth, in her longitudinal research o f 225 extremely gifted children 
at the at the Speyer School, found that adjustment problems increased as students’
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intelligence rose above an IQ of 150, and that social and emotional adjustment continued 
to be difficult for those with IQ’s above 180 (Meyers & Pace, 1986; Klein, 2000). She 
noted that there was often a discrepancy between a gifted student’s intellectual and 
emotional development, (Hollingworth, 1942, p. 282) and wrote that “to have the intellect 
o f an adult and the emotions of a child combined in a childish body is to encounter 
certain difficulties” (Colangelo, 2003).
The difficulties encountered by the gifted children in Hollingworth’s studies were 
not only outcomes of inconsistent levels of multiple types of development, they were also 
galvanizing events which could lead to greater future levels of development and positive 
outcomes for the children at a later date. The suggestion that possible social-emotional 
crises stemming from asynchronous development could be seen as opportunities would 
have been made by another theorist, Kazimierz Dabrowski.
Giftedness as a Developmental Process
Dabrowski, the Polish psychiatrist and psychologist, spent many years analyzing 
his clients and reading biographies of eminent artists, athletes, leaders and scientists. He 
stated “psychoneurosis is not an illness” in his explanation of giftedness (Dabrowski, 
1972). He believed that the goal o f psychology was to help a person “by encouraging and 
promoting his development and carrying on the process of autopsythotherapy,” or 
enabling a person to help himself (Dabrowski, 1972, p. viii). Dabrowski wrote that most 
psychologists and psychiatrists tended to see heightened sensitivity, intensity, task- 
commitment and manifestations of creativity, typical gifted traits and behaviors as 
discussed in Chapter One, as pathological and requiring “cures” (Dabrowski, 1972). But 
this was not the case. The same symptoms described as stemming from a pathological
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illness were “an inseparable part of the quest for high-level development” (Silverman, 
1993a, p. 11). With these radical ideas Dabrowski, and later his protege Michael 
Piechowski, galvanized the existing body of thought on gifted development and pushed 
forward a new way of viewing giftedness, through the lens of Positive Disintegration.
Dabrowski saw the gifted child as having something called the developmental 
potential (DP) or the “original endowment which determines the level o f development 
[the child] may reach if the psychological and environmental conditions are optimal” 
(Piechowski, 1979, p. 28). The child then actualizes his or her developmental potential by 
developmental growth and maturation marked by stages or structures which Dabrowski 
called “dynamisms.” Dabrowski believed that DP meant the restructuring and 
reorganization of both cognitive and affective function. He called it “positive” in terms of 
an evolution from lower to higher forms of function, and “disintegration” because the 
lower levels must break apart to be replaced by the organization of a new level of 
functioning (Piechowski, 1975). In Dabrowski’s view (contrary to most developmental 
theories in which new stages were outgrowths of lower stages and in which lower stages 
were reintegrated with higher levels) the structures o f higher level functioning evolve 
separately and in opposition with lower forms (Miller & Silverman, 1987).
In other words, “advanced development require[d] a breakdown of existing 
psychological structures in order to form higher, more evolved structures” (Silverman, 
1993a, p. 11; Drummond, 2001). Dabrowski outlined five stages o f development ranging 
from egocentricity to complete altruism. Level I is characterized by a self-serving, 
superficial world-view (Silverman, 1993a). The middle three levels are characterized by a 
change in understanding from group values, multiple perspectives, and ambivalence to a
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commitment to interdependence, self-direction self-actualization and transcendent, 
communistic integrated world-view as experienced in level V (Miller & Silverman, 1987; 
Drummond, 2001). According to this theory, very few people ever achieve Level V 
(Miller & Silverman, 1987).
Positive Disintegration Theory (PDT) revolutionized the way psychologists and 
educators viewed the gifted several ways. First, because the development described PDT 
was not age-dependent, gifted students could be seen to develop in a different way from 
their same-age peers (Miller & Silverman, 1987). The asynchronous development, noted 
by Hollingworth, between intellect and emotion, could be fully captured in this 
framework. In addition, it changed the way clinicians and educators saw anxiety, conflict, 
and struggle within the gifted student. These responses to self-stimulated and/or 
environmental challenges were not pathological; they did not necessarily herald the onset 
of psychological instability or mental ill-health. Conflict and struggle were a necessary 
part o f development; they caused the child to experience new thoughts and feelings about 
their interactions with the world around them. In order for a gifted child to “move” 
between levels, they have to go through a painful, arduous process of struggle and inner 
conflict because the child had to engage in self-reflection which acts as a stimulus to new 
development (Miller & Silverman, 1987).
Another component o f the Positive Disintegration Theory was that of 
Overexcitabilities (OE’s). The five Overexcitabilities (Psychomotor, Sensual,
Intellectual, Imaginational, and Emotional) were five “channels” or modes of personal 
experience and personal action (Piechowski, 1979). Information flowed through these 
channels and allowed for the apprehension and conception of experiences (Piechowski,
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1979). The term overexcitability meant to represent an “expanded awareness and a 
heightened capacity to respond to stimuli of various types” (Piechowski & Colangelo, 
1984; Silverman, 1993a). OE’s were to convey a “special kind of responding, experience, 
and acting...that is enhanced and distinguished by characteristic forms of expression” 
(Piechowski & Colangelo, 1984, p.81). The levels of development coupled with the 
strength of the overexicitabilites and the individual’s strengths and talents constitutes the 
individual’s developmental potential (Silverman, 1993a, p. 13)
Dabrowski’s theory viewed the social and emotional development of the gifted 
child as development, not as a manifestation of pathology, illness, or psychoneurosis. 
However, not every individual with gifts resides in an environment or society which 
concurs with Dabrowski’s interpretation. Constraining, inhospitable environments could 
be considered to be those that view giftedness, high levels of intelligence, creativity or 
talent as pathological. As discussed in Chapter One, an inhospitable environment is 
considered one of the causes behind underachievement and the cause o f many gifted 
students opting out of learning or leaving educational environments which still hold the 
lingering belief that the manifestations of gifts may signify that the gifted are “not quite 
right”. The gifted individual, seen through the “early ripe, early rot” perspective, was 
viewed as a person who deviated from the normal state (Coleman & Cross, 2001; Clark, 
1997, p.37; Carlson, 2004).
The question of what is normal behavior or normal development is largely 
determined by societal beliefs. Behavior that either lags behind or is greatly advanced 
beyond that o f the average person can be seen as abnormal or pathological or in need of 
remediation. On either side o f what is considered normal or average lies a way of being
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that must be understood in terms of society as a whole. Up until this point the chapter has 
addressed gifted theory in terms of either innate intelligence or as development.
However, neither construct operates inside a vacuum. The gifted individual resides within 
the societal institutions of the family, the school and the community. If giftedness is to be 
understood, perhaps it is best conceptualized with relation to these systems.
Giftedness as a Social Construct
Robert Sternberg placed the concept o f intelligence within the context o f society 
as a whole. He believed that intelligence should be examined in terms of its outcomes 
with reference to both the gifted individual and to the larger institutions in which he or 
she resided. Sternberg cautioned that the theory of successful intelligence is and should 
always be discussed and applied “within a sociocultural context. Although the processes 
of intelligence may be common across such contexts, what constitutes success is not” 
(Sternberg, 2003, p. 89). Hence, intelligence and its behavioral manifestations are, to 
some degree, socially constructed.
Sternberg offered a broader perspective on the construct of intelligence. He 
(2003) believed that intelligence or “g” was not a single, static concept. His Triarchic 
Theory of successful intelligence divided the concept of intelligence into three 
components in order to provide a more expansive definition (Sternberg, 2003). Each type 
of intelligence is seen as a gift and that gift should be defined “in terms of the ability to 
achieve success in life in terms o f one’s personal standards, within one’s sociocultural 
context” (Sternberg, 2003, p. 88). People who can break down and understand multiple 
parts o f a problem and who typically perform well on achievement and intelligence tests 
are said to have analytic giftedness (Sternberg, 2003; Colangelo & Davis, 2003).
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Sternberg called learners who are successful in coping with and adapting to everyday 
challenges and obstacles as those having practical giftedness, and individuals who display 
unconventional, creative, intuitive ways of thinking manifest synthetic giftedness 
(Sternberg, 2003; Colangelo & Davis, 2003). Sternberg (2003) explained that the 
different components of intelligence, the experiences people have with applying different 
types of intelligence, and the capitalization and remediation or compensation for different 
types of gifts are all mediating factors in the manifestations of the three types of gifts.
Like Sternberg, Howard Gardner felt that individual domains of intelligence also 
existed “within the context of a culture” (Karolyi, Ramos-Ford, & Gardner, 2003, p.
102). Intelligence, according to Gardner (2003), “is a social construct” (p. 102). 
Gardener’s (1999) theory of multiple intelligences (MI) was designed not to categorize or 
label people, but to facilitate the individualization of education for all children by 
meeting the needs of typical and atypical learners. MI theory called for a 
reconceptualization of human abilities as well as the role o f schools in the development 
of these different abilities of students (Karolyi, Ramos-Ford, & Gardner, 2003). Gardener 
suggested that each of his eight intelligences could be activated in an appropriate cultural 
setting as they permitted the facilitation o f problem-solving and production of material 
which are o f value within the individual’s culture. The eight intelligences included 
linguistic, logical-mathematical, spatial, musical, bodily-kinesthetic, inter and 
intrapersonal understanding, and naturalist intelligences. Gardner also proposed 
existential intelligence as a ninth type of intelligence, but it continues to be under 
investigation. MI “calls on society to value a greater variety o f patterns o f ability and to
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educate children using approaches that are sensitive to each individual’s profile of 
abilities” (Karolyi, Ramos-Ford, & Gardner, 2003, p. 101).
The idea of valuing intelligence within cultural context and per individual ability 
has also been forwarded by Abraham Tannenbaum who suggested that one way of 
understanding the concept of giftedness is through those characteristics and qualities that 
society recognizes, rewards and values. According to Tannenbaum (2003) there were 
eight groups o f individuals who are recognized by their work within Western societies. 
These groups either produce or perform and are characterized by whether they produce 
and perform either creatively or proficiently. Tannenbaum (2003) believed that those who 
produce thoughts (creatively and proficiently), those who produce tangibles, those who 
perform staged artistry creatively, and those who perform human services are all valued 
within Western societies as contributors of unique gifts.
His definition of giftedness denotes those children who have “potential for 
becoming critically acclaimed performers or exemplary producers of ideas in spheres of 
activity that enhance the moral, physical, emotional, social, intellectual or aesthetic life of 
humanity” (Tannenbaum, 2003 p. 45). The problem becomes how a child’s promise or 
potential is actualized into mature production and performance. In his Star Model of 
antecedents and concomitants of demonstrated giftedness, Tannenbaum (2003) includes 
the following factors which might mitigate childhood promise and adult performance and 
production: general ability, special aptitude, nonintellective requisites, environmental 
supports, and chance. Each factor has a dynamic and static aspect to it, and each require 
minimal essentials for every talent domain. According to Tannenbaum (2003) the five
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factors “interact in different ways for separate talent domains, but all are represented in 
some way in every form of giftedness” (p. 48).
With the introduction of theories by Gardner, Sternberg and Tannenbaum, 
giftedness has come a reconceptualization of intelligence as dynamic. Not only can 
giftedness be understood as abilities in multiple domains, but it can be seen in terms of its 
outcomes, or how intelligence(s) translate into the successful navigation of every-day 
life. In addition, these theorists offer the idea that intelligences or gifts and their 
manifestations are contextual; what one society prizes and rewards or nurtures as a gift 
another may not. Also, there should be a distinction made between the static intelligence 
or potential gift and its actualization or manifestation, or a space in between the innate 
gift and its production. Within this space is what Gardener might call an “activation” or 
Sternberg the “capitalization” or “remediation” of the individual’s gift. This space holds 
many possibilities for the activation of the gift such as an opportunity to practice or 
perform which catalyzes the gift into production. Or a person, such as an educator or a 
family member, who can identify or nurture the gift from in an innate potential or 
aptitude into a realized, and hopefully valued, domain of gifted expression which can 
contribute to society. It is this translation which Fran$oys Gagne calls talent 
development.
Giftedness as Talent Development
Both Tannenbaum and Sternberg use the term “gift” and “talent” along side that 
of intelligence. In fact, most professionals and educators use the phrase “gifted and 
talented” when describing students. The question as to whether or not each term should 
be defined and used separately or used in tandem to expand the conceptualization of
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gifted is currently being debated in the field of gifted education as well as how the 
outcome of that debate will effect the identification and service o f gifted students.
Franfoys Gagne’s (2003) work has differentiated the two terms. He suggested 
that, although both roughly correspond with the ideas of potential/aptitude and 
achievement, there is a need for two distinct labels which delineate natural abilities and 
systematically developed skills. Gagne wrote that giftedness “designates the possession 
and use of untrained and spontaneously expressed natural abilities (called aptitudes or 
gifts), in at least one ability domain, to a degree that places an individual at least among 
the top 10 percent o f age peers” (Gagne, 2003, p. 60).
Talent, however, he defined as “the superior mastery of systematically developed 
abilities (or skills) and knowledge in at least one field o f human activity to a degree that 
places an individual at least among the top 10 percent o f age peers who are or have been 
active in that field or fields” (Gagne, 2003, p. 60) Taking these two definitions, Gagne 
(2003) formulated his Differentiated Model of Giftedness and Talent (DMGT).
This model proposes that four domains of Natural Abilities (intellectual, creative, 
socioaffective and sensorimotor) translate into the top ten percent o f roughly seven 
different fields: academics, arts, business, leisure, social action, sports and technology. 
The translation of these abilities into the above fields, or what Gagne calls Systematically 
Developed Skills, is mediated by the developmental process, which includes learning and 
practicing in formal and informal environments (Gagne, 2003). The developmental 
process in turn is impacted positively or negatively by intrapersonal factors (physical, 
motivation, volition, self-management, personality) and environmental factors (milieu, 
persons, provisions and events) (Gagne, 2003). Intrapersonal and environmental factors
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are grouped under the heading “catalysts”; both factors are surrounded by the concept of 
chance (Gagne, 2003).
DMGT model purported to answer the question: “What makes the difference 
between becoming or not becoming talented?” Yet each model proposed by Sternberg, 
Tannenbaum, Gardner and Gagne had one thing in common: the fact that gifts do not 
occur in a vacuum. All four theorists believed that intelligence, giftedness and talents 
were in part, socially constructed and functioned and, to some extent, a result of what the 
society in which the gift existed valued the particular manifestations (performance or 
production) of that gift. The application o f intelligence, talents and gifts was impacted by 
the environment in which they are expressed. In an environment which encouraged the 
use and refinement of gifts, and rewarded the manifestations or products of those gifts 
whether in the arts, business, social/humanitarian or sports fields, the individual with 
those gifts was more likely to display them. In turn, the gifts were more likely to be 
identified, nurtured and honed.
Summary
Each of the theories described above contributed significantly to the collective 
understanding of giftedness. Galton not only introduced the concept o f intelligence but 
the idea that it was impacted by the family system. Terman also saw intelligence as a 
defining factor in the understanding o f giftedness, but also acknowledged its impact on 
intellectual accomplishments, career development, social-emotional development, 
physical health, and life satisfaction. Hollingworth’s studies contributed similar ideas, in 
so far that intelligence could not be separated from other aspects of human development; 
in addition to emphasizing that not all aspects of development, such as social-emotional
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or affective components, occur simultaneously. The concept o f asynchrony remains 
prevalent in current conceptualizations of giftedness.
Dabrowski made radical contributions to the way the outcomes of gifted 
development, which work both in synchrony and out, can be seen not as pathology but as 
opportunities for higher level development. The pathologization of gifted traits stemmed 
from societal views that some gifted behaviors were abnormal, and thus the societal 
context must be considered in the conceptualization and understanding of giftedness as 
postulated by Gardner, Sternberg and Tannenbaum. In addition, giftedness can be seen as 
intelligences in multiple domains, which can be activated into the production and 
physical manifestations which are either valued and rewarded by society, or not. This 
process, from internal abilities and aptitudes to domain areas of production and 
manifestations is called talent development. This development occurs with in the larger 
contexts o f society, and history and which is impacted by the personality of the person 
with gifts, people and circumstances in their environment, and the chances that they have 
to practice, learn and refine their talents.
The Social-Emotional Development o f  the Gifted Student: Critical Issues
In 1986, the Journal o f  Counseling and Development released a special volume 
dedicated to gifted issues as they pertained to counseling. Several o f the articles which 
described the history of gifted education, gifted psychology and development, and the 
unique needs and characteristics o f gifted students which required counseling also 
mentioned the death of Dallas Egbert as a loss of talent which could have been prevented 
if the necessary supports had been in place. This was to be a milestone in counseling 
literature; never before had the social and emotional needs o f gifted students been
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displayed so prominently in counseling literature. The May/June 1986 volume was meant 
to educate counselors in all settings about the unique needs of gifted persons and how 
they could be met in a wide variety of counseling services.
Blackburn and Erickson (1986) entitled these unique needs “predictable crises,” 
which were understood as challenges that most gifted students would face during their 
development. These challenges included developmental immaturity, underachievement, 
female fear of success, multipotentiality, and experiences with “non-success” (Blackburn 
& Erickson, 1986). Phil Peronne cited research from the Guidance Institute for Talented 
Students which indicated that self-perception/self-concept, the need to achieve, locus o f 
control, and career concerns after formal schooling were challenges for gifted high school 
students, and which could be seen as guidance needs to be met (Peronne, 1986).
George Betts (1986) outlined seven categories to address through a curriculum 
which emphasized the social and emotional development of gifted learners. These 
categories include the following: 1. awareness, understanding and acceptance of self, 2. 
awareness, understanding of others, 3. interpersonal skills including communication, 
interviewing skills, discussion skills, and conflict reduction skills, 3. group process and 
interaction skills, 4. creativity, 5. relaxation and visual imagery, 6. problems being gifted, 
and 7. nurturing environments and people. James Delisle (1986) wrote that four primary 
issues: those of societal expectations to achieve, differential development of intellectual 
and social skills, and impotence to affect real-world change, were challenges that most 
gifted adolescents would face. Concerns about educational provision and enrichment 
after identification, the effects of labeling, early entry into formal schooling and the 
potential for society to view gifted students as assets and resources and not as children
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were described as concerns in Colangelo and Fleuridas’ (1986) piece “The Abdication of 
Childhood.” Later Silverman (1993c) listed a set of concerns of gifted students based on 
both external and internal factors which included: feeling different, confusion about the 
meaning of giftedness, lack of understanding from others, fear of failure, perfectionism, 
and existential depression.
In the edited book The Social and Emotional Development o f  Gifted Children: 
What Do We Know? Robinson (2002a, p. xiv) outlined the social and emotional issues 
facing the gifted student in the following manner: 1. issues stemming from gifted 
students’ asynchronous development from average age peers as well as uneven 
development in different domains (cognitive, affective, behavioral); 2. affective 
regulation or common psychological responses based on the typical traits and 
characteristics of gifted students including perfectionism, underachievement, indecision 
and multipotentiality; 3. gifted students with special needs such as gifted females, gifted 
students from racial or ethnic minority groups, gifted students who are gay, lesbian or 
bisexual, and gifted students with learning disabilities. These issues are then placed in 
larger educational and societal contexts which may or may not value giftedness, provide 
appropriate learning environments, or facilitate positive interpersonal relationships 
(Robinson, 2002a).
By the very nature of being gifted and having, within a wide variety o f individual 
differences, the unique intellectual, socio-affective and behavioral characteristics and 
traits, and an uneven developmental progression, it would seem that gifted students 
experience qualitatively different lives and need, just as their chronological age mates, 
support and guidance to help them navigate life’s challenges.
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Some o f these challenges are indeed “predictable,” meaning that they can be 
foreseen as part o f the developmental sequence, and some are unique to the gifted 
individual. However, many can be addressed by “wise friends” in the gifted students’ 
environment so long as those voices understand the challenges themselves and not the 
myths as described in Chapter One that are so often the basis of guidance and counseling 
o f the gifted child. What will follow in this chapter is a deepening of the “predictable 
crises” and challenges faced by the gifted student. Crises and challenges have been 
synthesized into broad areas in order to facilitate a better understanding of the literature 
on the social and emotional functioning of gifted students.
Early longitudinal research and studies on overall general functioning and 
adjustment acquaint the reader with the basis of research in the social and emotional 
development o f gifted students. This research also sets the stage for the two sides of the 
great debate over whether or not gifted students are more vulnerable to psychosocial 
concerns or are more in need of counseling interventions than their chronological age 
mates of average ability. The sections describing studies on self-concept and 
interpersonal relationships and coping explain how gifted students perceive themselves in 
multiple contexts, including the academic classroom, in social situations, and how they 
choose to cope with perceived stressors such as social interactions with peers. The 
experiences of culturally diverse students and the development of gender identity are 
included to illustrate how individual gifted students make sense of their giftedness given 
their cultural heritage, sex, and sexual orientation, and the challenges unique to these 
students based on these areas of identity.
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Because the context of the family is an integral component to the talent 
development of gifted learners, studies on parental concerns and expectations are 
included. Parental expectations also impact career planning and intertwine with 
challenges faced by multipotentialed gifted students, or those students who face the 
dilemma of an abundance of abilities and an “over choice” of possibilities. Perfectionism, 
the desire to achieve at high levels and the fear of failure are critical issues pertaining to 
the gifted because these concepts impact the gifted learners’ motivation, performance and 
expression of talent, both in isolation and within a social context. Lastly, the 
developmental period known as adolescence can be a turning point in the talent 
development process, and one in which as gifted students change physiologically, 
socially, cognitively and emotionally, and may require a guide and good listener as gifted 
students make sense o f what it means to be gifted at that time and in their futures.
Appendix A illustrates how each section pertains to the literature on “predictable 
crises” and challenges facing the gifted student as cited above, while Appendix B 
provides a table of findings related to the literature under discussion. Negotiating parental 
influences, self-concept, interpersonal relationships, career choices, adolescence and 
identity development are all part o f the talent development process. Perfectionism, desire 
to achieve, fear of failure and some coping strategies seem to be unique to gifted learners 
but influence the translation of innate, raw aptitudes into talent domain areas. Each o f the 
critical issues discussed below will be encountered by most gifted students during their 
development; and, they all lend themselves to the need for a “wise friend” who can help 
the gifted learner through the challenges presented while maximizing their experiences
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with the talent development process. However, to begin, it is important to describe how 
the early investigations into gifted psychology have informed more current studies.
Early Longitudinal Research
The children of the Terman studies, who remain the most studied group of gifted 
individuals in the world, profoundly impacted gifted education and influenced current 
views and research trends. But even as they dispelled common myths about gifted 
children, such as the gifted being puny, weak and physically ill, they perpetuated others 
(Myers & Pace, 1986; Sajjadi, 2000, Colangelo, 2003). Specifically, Terman found that 
gifted children werz more socially stable than average children, from which arose the 
myth that all gifted children were “all well adjusted and [could] get by without 
specialized psychological or educational services” (Myers & Pace, 1986, p. 548). 
“Consequently, the gifted personal and social problems which are both common and 
damaging were ignored” as a result of Terman’s study (Sajjadi, 2000, p. 111).
However, Hollingworth, in her research at Columbia University, discovered that 
the social-emotional development of the gifted student was subtly more complex. 
Hollingworth found five important concerns of the gifted child which were intimately 
tied to the educational environment, including boredom due to lack o f mental stimulation, 
difficulty in forging strong peer relationships with same age peers due to discrepancy of 
ability and interest, a lack of synchronicity between intellectual and emotional 
development, and a budding cynicism toward authority (Myers & Pace, 1986; Colangelo, 
2003).
Since the child spent a great majority o f every day in the school, Hollingworth 
reasoned, the factors inside the school such as instruction, teacher personality, and peer
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interaction all influenced change in cognitive, emotional responses, and social 
interactions (Myers & Pace, 1986, Colangelo, 2003). Educational environments did not 
just impact intellectual and conceptual growth, but impacted the entire child. From her 
work with the gifted, Hollingworth (1940a, p. 80) hoped that some day the “school will 
be fitted to the child. Suicide of pupils, in despair at failure, will be unknown. Truancy 
will become outdated...the gifted will be selected for the extraordinary opportunity, 
which suits them by nature” (Klein, 2000, p. 102). In essence, Hollingworth believed that 
the gifted child’s social/emotional development corresponded directly with the 
educational environment in which they resided such that, “the greater the gift, the greater 
the need for what she called ‘emotional education’” (Colangelo & Davis, 2003, p.7).
While the longitudinal studies were powerful and informative and established the 
learning environment as a critical component in the development o f the gifted learner, 
neither Hollingworth nor Terman had formulated a concise definition of social-emotional 
development, its level of importance in gifted education, or strategies which would meet 
the social-emotional needs of the gifted. In fact, their opposing findings generated the 
two conflicting views currently debated on this strand of development within gifted 
education. Neihart and Robinson (2001) in the Task Force on Social-Emotional Issues fo r  
Gifted Student stated the argument succinctly: either gifted students are just as well 
adjusted as the average population that they need no differentiated services for their 
social-emotional development, or the fact that they are gifted means that these students 
by their very nature have unique interpersonal and intrapersonal needs from that of the 
general population (Grossberg & Cornell, 1988; Colangelo & Davis, 2003).
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However, both Hollingworth and Terman forwarded the idea that, well-adjusted 
or not, the gifted student had a facet to them that was much different from simply being 
intelligent. The extent of the intelligence/emotion/social relationship interaction had yet 
to be determined, yet one truth seemed to hold fast: the gifted student was not the sum of 
his or her intellectual gifts but a complex and exceptional person (Colangelo & Davis, 
2003). However, the “great debate” still rages in its attempt to answer the question as to 
whether or not gifted students are as well adjusted or not as their non-gifted peers. The 
concepts o f adjustment, self-concept and interpersonal relationships are closely 
intertwined, with each influencing each other in delicately woven aspect of social and 
emotional development. What will follow here is an expansion of each topic; however, it 
should be noted that each “thread” interweaves with the other two.
General Well-being and Adjustment
The concept of social-emotional functioning of gifted student has been researched 
on a variety of fronts. The “great debate” about social-emotional adjustment from the 
competing views of Terman and Hollingworth, as described above, has challenged the 
development o f this strand of research and caused it to fraction off into smaller bodies of 
quantitative experimental designs. On the one hand, there are some studies which 
propose that gifted students are more likely to encounter social-emotional concerns, such 
as anxiety, depression and loneliness, than their average age peers while other studies 
suggest that gifted students are equally likely or even less likely to experience 
internalizing disorders (Kaiser & Bemdt, 1985; Keiley, 2002; Dockery, 2005). While 
characteristics typical o f gifted students, such as sensitivity, perfectionism, 
overexcitabilty and self-isolation, have been postulated as contributors to suicide in gifted
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youth, there is little empirical research to support the idea that suicide is more prominent 
in gifted youth (Cross, 2004; Dockery, 2005; Gust-Brey & Cross, 1999).
“All of these reviews essentially agree that there is little difference in emotional 
adjustment when comparing groups of gifted students to students of average 
ability. If there is an advantage, it tilts in the direction of the gifted students. On 
the other hand, it is clear that giftedness does not immunize a student from social 
or emotional problems. They are as susceptible to depression, anxiety and suicide 
as are their non gifted colleagues” (Gallagher, 2003, p. 13).
Some researchers, such as Hollingworth, have contended that the greater the gift 
the more likely that students have to struggle with adjustment issues and psychosocial 
concerns. Dauber and Benbow (1990) found that highly gifted students viewed 
themselves as more introverted, less socially adept and more inhibited. However, other 
research has not supported this contention (Garland & Ziegler, 1999; Norman, Ramsay, 
Martray & Roberts, 1999). Garland and Zigler (1999) suggest that because highly gifted 
students are more likely to have more positive experiences with success, due to their high 
achievement, motivation and advanced cognitive skills, that it may be possible that they 
would also have more advanced coping skills, contributing to more positive adjustment.
In Neihart’s 1998 review o f literature, the author warns that generalizations about 
depression, anxiety, and suicide, namely that more intelligent or talented gifted students 
are the more likely they are to be at risk for those factors, cannot be made without studies 
with larger samples of students with gifts in multiple areas. Because the gifted are as 
diverse a population as their chronological age-mates, studies on social competence 
appear to indicate that the way that students cope socially depend on an array of factors
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such as their domain-specific talent, degree of giftedness, self-perceptions and other 
personal characteristics (Neihart, 1998).
Research on deviant behavior in gifted students is further complicated by the fact 
that the behavior itself may mask giftedness, thus gifted students are underrepresented in 
such studies (Neihart, 1998). Literature focusing on giftedness and psychiatric disorders 
has typically involved adults and not children from clinical populations which makes 
determining predilections to psychopathology difficult (Neihart, 1998). Keiley (2002) 
states that in studies which examined externalizing disorders such as aggression, 
restlessness, lack of respect and behaviors associated with conduct disorder, gifted 
students showed fewer externalizing disorders.
Studies such as those done by Baker (1996) support the idea that between groups 
of gifted and non-gifted students the experiences with the normal stressors of feeling 
different, boredom, and perfectionism were no greater for gifted students than for their 
non-gifted age peers (Keiley, 2002). On the other hand, some gifted students report 
negative reactions such as confusion, annoyance, embarrassment and guilt in response to 
stressors related to giftedness (Ford, 1989; Keiley, 2002). Dockery (2005) suggests that 
there are “indicators that individual gifted students may have adjustment problems” (p. 
12). Dauber and Benbow (1990) note that students with verbal talents reported having the 
lowest feelings of importance and social standing, possibly due to students’ complex 
verbal skills which are readily apparent in social situations. Students with mathematic or 
quantitative ability however, report that their peers would rate them higher on importance 
and have a higher opinion of their own importance than the verbally talented children 
(Dauber & Benbow, 1990).
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Evidently, general psychological well being and adjustment rest on several 
different factors, including the type of gift, the fit between the gifted student and his or 
her educational environment, personality characteristics such as temperament and self­
perception as well as life circumstance (Neihart, 1998; Keiley, 2002). Neihart (1998) also 
adds that the factor of educational fit and placement should not be underestimated as an 
impact on a gifted student’s adjustment since the literature points to the fact that gifted 
students who participate in gifted programs are at least as adjusted if not more so than 
their average-age peers and are not more at risk for problems. Robinson (2002a) 
concludes that
“there is no research evidence to suggest that gifted and talented children are any 
less emotionally hardy than their age peers. There are, however, aspects of their 
life experiences due to their differences from other children and the fact that most 
of them demonstrate greater maturity in some domains than others that may put 
them at risk for specific kinds of social and emotional difficulties if  their needs 
are not met” (p. xiv-xv).
One of the areas in which gifted students may experience differences from other 
children is that of self-concept. As noted above, self-concept is one strand o f the social 
and emotional development of gifted students and it works in tandem with the gifted 
students’ coping, interpersonal relationships and overall adjustment.
Self-image and Self-concept
Research on the self-concept o f gifted students has examined the levels of 
confidence and competence in a wide-variety o f arenas, such as how these students feel 
about their abilities in academics, personal/social interactions, and in the home. While it
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is beyond the scope of this chapter to mention all of the studies conducted on self-concept 
and self-image of gifted students, an overview of basic findings will follow.
Generally, self-concept is used interchangeably with the terms self-confidence, 
self-perceptions and self-efficacy (Robinson, 2002b). The definition of the concept has 
changed over time to include the view of oneself, feelings about oneself or a collection of 
ideas about oneself (Colangelo & Assouline, 2000). Several studies have addressed how 
gifted students view their giftedness and themselves, but results have been mixed which 
can be attributed to the fact that the construct of self-concept itself is multifaceted 
(Colangelo, 2003). In their review of the literature, Colangelo and Assouline (2000) cited 
three primary thrusts o f research into self-concept including the comparison of the 
construct between gifted and non-gifted students, self-concept as a developmental 
construct and measures o f self-concept as outcomes of programming. When the complex 
concepts of giftedness and self-concepts intercept, research studies must contend with 
discussions of the developmental nature of self-concept and the complications of 
instruments which have may not have adequate reliability and validity measures 
(Colangelo, 2003). In her review of the current literature Robinson (2002b, p. 61-62) 
states that
“most (but not all) research comparing high ability students to others has found 
gifted students to have more positive self-concepts, particularly with regard to 
academic abilities; to be more accurate in predicting their performance, more 
strongly motivated by intrinsic than extrinsic motivation; and to be more invested 
in learning and challenge.”
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Neihart (1998) cautions that generalizations should be avoided because the 
research points directly to the fact that there are “numerous” factors which affect self- 
concept. In addition, most research has been done with gifted students in specialized 
programs which can bolster self-concept, and few studies have examined individual 
differences within the various aspects of self-concept including motivation, performance 
prediction and level of challenge (Robinson, 2002b).
First, gifted students appear to have a higher overall self-concept in the area of 
academics, typically demonstrated by grade point average (Norman, Ramsay, Roberts & 
Martray, 2000; McCoach & Siegle, 2003). However, self-concept scores, while high in 
elementary and middle school, drop in high school, and within the high school gifted 
population, gifted girls encounter them most significant drop (Colangelo & Assouline, 
2000). In addition, as gifted students progress through school, they experience increases 
of anxiety and feelings of isolation (Colangelo & Assouline, 2000).
Second, gifted students appear to have ambivalent feelings when it comes to their 
own giftedness. Gifted adolescents seem to believe that, with regards to personal growth 
and academics, giftedness was positive, but giftedness was considered negative in terms 
o f peer relationships (Kerr, Colangelo, & Gaeth, 1988). In 1994, Manaster, Chan, Watt, 
and Weihe, replicating the 1988 study, found that the majority o f students perceived their 
giftedness in terms of performance rather than traits including being hard-working and 
more motivated. They considered themselves more unlike other students on academic 
traits, personal performance and academic performance, and more like others on social 
performance (Manaster, et.al., 1994). In addition the majority o f students viewed 
themselves positively but also believed that they were treated differently by their
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classmates. For some gifted students the level of their academic performance may 
correlate with the degree to which they can accept themselves or feel others accept them 
(Manaster, et.al., 1994).
Authors found that positive attitudes were displayed towards these children by 
those who knew them, but that the attitudes became more negative towards the gift as the 
degree of familiarity with the child decreased (Manaster et.al., 1994). This reported 
ambivalence may also have something to do with the extent and intensity of the gift. 
Ablard (1997) believed that the greater the gift, the more likely these students are to 
choose not to participate socially, choosing individual pursuits instead. These feelings 
may also be products o f the degree to which gifted students can cope successfully with a 
wide variety of academic and social situations.
Coping and Peer Relationships
There has been an explosion o f research in the concept o f “coping” as it pertains 
to the gifted student. Coping studies typically range from investigations of how gifted 
students cope with social issues, academic issues and personal considerations of the topic 
of giftedness. The studies which are reported here have the most direct relevancy to how 
the gifted student copes within interpersonal relationships.
The degree to which gifted children have positive social experiences seems to 
vary based on age, educational environments, and their gifts (Rimm, 2002). Generally, 
young gifted students seem to be socially accepted, but this acceptance changes upon 
adolescence (Rimm, 2002). However, this generality may not hold true for highly gifted 
children with IQ’s o f 160 and over who reported that despite their efforts, including 
purposely hiding their gifts or underachieving for social acceptance, they had few or no
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friends with in the regular education classroom- a concern heightened by the fact that 
like-minded peers with such abilities are a small percentage of the population in general 
(Gross, 2002; Robinson, 2002). These highly gifted students continued to monitor their 
behavior and attempted to conform it to the perceived standards o f the regular classroom 
(Gross, 2002; Rimm, 2002).
By the time gifted students reach adolescence, a critical developmental period 
which will be addressed in a later section, they realize that peer relationships come with a 
price (Rimm, 2002). Giftedness is considered positive by gifted adolescents when it 
pertains to academic benefits, but negative in terms of peer relationships (Kerr,
Colangelo, & Gaeth, 1998). Gifted adolescents also seem to know that they will 
encounter negative stereotypes or social challenges from those who do not know them 
well (Manaster, Chan, Watt, & Weihe, 1994). Highly gifted youth report that their peers 
perceive them as less popular, less social, less athletic and less likely to lead, while 
reporting themselves as more introverted, less socially adept and more inhibited (Dauber 
& Benbow, 1990). Gifted students are aware that they are different, or at the very least, if 
they are not aware, they assume peers perceive them as such (Rimm, 2002; Cross, 2004). 
This difference, to the gifted student, hinges on the label of giftedness and how well he or 
she copes with it.
Cross (2004), citing Larry Coleman’s thoughts in 1985 about the “stigma of 
giftedness paradigm,” writes that while gifted students long for normal social interactions 
just as their average age peers do. These gifted students believe that they will be treated 
differently based on their giftedness if their peers learn of it, and that they have the ability 
to manage how much their peers know about them, which can increase their social
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desirability (Cross, 2004). Coleman and Cross (2001) coined this particular method of 
coping the “information management” model.
In 1991, Cross, Coleman and Terhaar-Yonkers’s study of 1456 gifted and talented 
students revealed that the gifted students most often chose a placation response to social 
situations in which they might identify themselves as gifted (Cross, Coleman & Terhaar- 
Yonkers, 1991). While results varied on the continuum, the authors suggested that gifted 
students base their chosen social strategies and degree o f information disclosure about 
being gifted on the level of potential stigmatization for being gifted in that situation 
(Cross, Coleman & Terhaar-Yonkers, 1991). Authors also noted that while gifted 
students do not mind being known as academically oriented, they do not want to have 
that orientation underscored to the point where it sets them apart from their peers (Cross, 
Coleman & Terhaar-Yonkers, 1991). Obviously, for some students, giftedness is not 
something to self-disclose, especially in a perceived hostile social environment, and 
many students have mixed emotions about their giftedness. Cross (2004) elaborates that 
gifted students manage the stigma of their giftedness on a continuum of visibility in 
which being totally visible or standing out as much as possible from peers, or blending in 
or disidentifying with the label entirely are possibilities from which gifted students can 
choose.
Other investigations into how gifted students cope have revealed interesting 
findings. Mary Ann Swiatek (1995, 1998, 2001) has conducted numerous investigations 
into the coping skills utilized by gifted students over ten years. Her quantitative studies 
have focused on the usage o f the Social Coping Questionnaire in order to determine 
specific behaviors adopted by gifted students to cope with social interactions with their
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peers. Over 600 gifted students participated in the various trials of the SCQ, Swiatek 
concluded that the seven proposed social coping strategies (denial o f giftedness, using 
humor, maintaining a high activity level, denying a negative impact of giftedness on peer 
acceptance, conformity, helping others and minimizing one’s focus on popularity) were 
supported as viable coping strategies.
Although there were no significant gender and grade level interactions, Swiatek 
discovered that a small but identical effect size in the 1998 study indicating that females 
were more likely than males to deny their giftedness. Swiatek also found that emotion- 
focused social coping strategies such as denial were negatively associated with self- 
concept, while problem-focused strategies such as helping others were positively related. 
Strategies fell into two groups: emotion-focused, which were strategies to alleviate 
negative emotional responses to social stressors, and problem-focused, which were 
attempts to change the stressful situation (Swiatek, 2001). Swiatek wrote that “it is 
possible that identified high ability may provide a context that increases the degree of 
perceived threat, and therefore stress, associated with the normative increase in the 
importance of peer relationships. If so, one might expect some type of coping response to 
be enacted” (Swiatek, 2001, p. 26).
Continuing studies in coping with stressful situations, both academic and social, 
have also contributed to the literature about how gifted students choose to cope in 
specific situations with specific strategies. In 2004, Preuss and Dubow found that gifted 
children would report more problem-solving and support-seeking strategies than typical 
children when responding to stressful events (Preuss & Dubow, 2004). In addition, they 
discovered that gifted children reported more problem-solving strategies than typical
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children but not more support-seeking strategies (Preuss & Dubow, 2004). The gifted 
children seemed to endorse more problem-solving strategies to cope with peer stressors 
rather than academic stressors. In addition, investigators found that females used more 
support-seeking strategies when responding to either stressor than males, and that gifted 
males endorsed fewer coping strategies with the peer stressors than all other groups 
(Preuss & Dubow, 2004).
While coping continues to be a largely researched area in gifted education, few 
studies have purposefully endeavored to examine coping with reference to gender, race 
and grade level. In 1998, Plucker found that there were significant differences among 
racial groups in their responses to “Worry”, “Self-blame” and “Spiritual Support” when 
these students encountered a perceived stressful situation. White students tended to self­
blame more, and Hispanic and African American students scored higher on Worry and 
Spiritual Support (Plucker, 1998). Studies such as this signify the need for research on 
how gifted students from diverse backgrounds cope with stressful situations. What is 
known is that feelings of alienation, rejection, withdrawal and underachievement are all 
challenges gifted students from minority backgrounds face when balancing their 
giftedness, their achievement and their developing racial identity.
The Experiences o f  Culturally Diverse Gifted Students
“Despite ongoing concerns about the social and emotional needs of gifted 
students, few studies have examined issues for those gifted students who are 
linguistically, ethnically and culturally diverse” (Ford, 2002, p. 155). The lack o f research 
on the experiences o f culturally diverse gifted students is unfortunate and what little there 
is of it points to the fact that most gifted students from diverse cultures are being
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penalized for having different values and attitudes from those of the dominant culture 
(Clark, 1997).
Clark (1997) defines culturally diverse students as those “being reared in any 
group that differs significantly in values and attitudes from the dominant culture” (p. 499) 
and which typically encompasses students who differ from the white middle-class norm, 
such as children from African American, Asian American, Native American and Latino 
descent (Evans, 1993). Because American educational institutions have been built on 
White Western European ideas of what are “normal” or “appropriate” values, behaviors 
and ideas, educators have often failed to acknowledge that what is considered appropriate 
student behavior in White Western European culture is may not be for students form 
culturally diverse backgrounds (Evans, 1993). Because o f the differences in cultural 
lenses, gifted students from diverse cultural backgrounds have been seen as inferior to 
white gifted students in a variety of ways. This concept of “cultural deficiency” or 
“deficit thinking” model has perpetuated myths about students from culturally diverse 
backgrounds, namely that they are not only different, but are “deviant, pathological or 
sick” (Sue & Sue, 1990, p. 21).
This view of inferiority, termed “deficit thinking,” has influenced gifted 
educational practices in a variety of ways, including identification measures and 
procedures, the lack of encouragement to develop gifts and talents, and the labeling of the 
gifted child as “defiant” or a having a “behavior problem” for behaviors different from 
the cultural norm (Evans, 1993; Ford, 2003; Sue & Sue, 1990). First, deficit thinking has 
impacted the identification of gifted students from culturally diverse backgrounds. Deficit 
thinking, according to Ford (2003) has enabled American education to assume that the
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reason why culturally diverse children do not perform well on standardized tests, which, 
as mentioned in Chapter One, has been one traditional method of identification, is 
because there is something wrong with them or that they are “cognitively inferior or 
culturally deprived.” “Traditional measures of intellectual ability typically yield small 
numbers of minority students among the highest scores” (Kerr, Colangelo, Maxey & 
Christiansen, 1992, p. 606).
Second, cultural deficit thinking may prohibit educators who are in prime 
positions to identify culturally diverse students as gifted from doing so since referrals to 
identification committees are often based on educators’ expectations and perceptions of 
student behavior, which is culturally derived (Ford, 2003). Hence, culturally diverse 
students remain severely underrepresented in gifted programs-anywhere between fifty to 
seventy percent (Ford, 2003). Third, cultural deficit thinking impacts how gifted students 
are taught both in and out o f specific gifted programs. Typically culturally diverse 
students do not receive exposure to multicultural education, or if  they do, it is rooted in a 
contribution or additive paradigm (Banks, 1999; Ford, 2003), in which discrete cultural 
elements such as holidays or notable figures from different cultural groups are introduced 
or books and activities are added, but in which multiculturalism is not an integral part of 
the curriculum being received by the gifted student. The lack of multiculturally- 
competent educators is obviously a critical component in the lack o f identification and 
service of these students (Ford, 2002, 2003; Ford & Harris, 2000).
Ford and Harris (1999) outline several challenges faced by gifted students from 
culturally diverse backgrounds which include: underachievement as impacted by 
academic and social self-concept, social injustices and discrimination, psychological
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issues, and the navigation of racial identity development. Gifted students from culturally 
diverse backgrounds are continually confronted by externalized discrimination, racism 
and bias inside the educational institution. Ford (2002) quoting Cross (1995) writes that 
race “affects one’s social, emotional and psychological health” (Ford, 2002, p. 156) and 
racial identity “concerns’ one’s self-concept as a racial being, as well as one’s beliefs, 
attitudes and values relative to other racial groups” (Ford & Harris, 1999, p. 132; Cross, 
1995). Because they are gifted, with advanced cognitive abilities and perception, the 
gifted child learns about these injustices at an early age through experience and, unlike 
their average peers, feels acutely the pain related to them (Lindstrom & VanSant, 1986). 
These experiences and their accompanying pain are encountered at multiple points along 
the gifted students’ racial identity development in different ways.
Culturally diverse students’ academic and social self-concept is impacted in 
several different ways. First, as it has been mentioned above, culturally diverse gifted 
students encounter negative stereotypes from both peers and educators. The “stereotype 
threat” contributes to academic underachievement as African American students 
internalize negative assumptions about their intellectual functioning (Day-Vines, Patton, 
Queck & Wood, under review; Ford, 2002).
“Black students are becoming increasingly aware of the negative stereotypes that 
persist regarding the intelligence o f Black students. When they are told a test will 
measure their intelligence (or that o f their racial group), many of them become 
unmotivated—they give up, or second-guess themselves or both—often feeling 
inferior to Whites,” (Ford, 2002, p. 156-157).
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Second, these students must also attempt to fit in among different and competing 
cultures. Patton and Townsend (1997) wrote that African American gifted students 
specifically must negotiate three specific identities, those of mainstream American 
culture, African American culture and gifted culture (Day-Vines, Patton, Queck & Wood, 
under review). Parents o f culturally diverse gifted students may not wish to question the 
status quo by seeking gifted services in order to maintain good relationships with the 
schools, or may feel that by identifying their child as gifted they will lose control of him 
or her, or that the students will forsake their cultural heritage (Evans, 1993, p. 281).
Brown and Steinberg (1990) found that none of the African American gifted 
students they surveyed from 8,000 high school students were willing to identify 
themselves as intellectual or part of the “brain crowd.” Hence, some students may choose 
not to engage or participate in gifted programs or deliberately underachieve in order to 
avoid accusations of “acting White,” “selling out” their cultural heritage to the dominant 
culture, or behaving in ways traditionally identified with White European cultural norms 
such as academic achievement (Evans, 1993; Ford, 2002).
This “opting out” stems from a seeming forced choice dilemma: academic 
achievement or social acceptance (Ford, 2002; Lindstrom & VanSant, 1986). 
Underachievement grants the gifted student social acceptance. Academic achievement 
wins the culturally diverse student the pleasure of the educational system and future 
benefits while costing them loneliness, isolation, social ostracism, and accusation from 
their peer groups (Ford, 2003, p. 159; Day-Vines, Patton, Queck & Wood, under review). 
If academic achievement is chosen and the student chooses gifted programming, he or 
she will still encounter doubt and confusion from his or her gifted peers who, also
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operating on deficit thinking, may wonder wither or not the culturally diverse student is 
truly gifted or belongs in the program (Colangelo, 1985; Evans, 1993), a “pyrrhic 
victory” indeed.
Gender Identity
Extrapolating on the idea that gifted students o f culturally diverse backgrounds 
must negotiate several different cultural identities at once, it could also be suggested that 
one additional “culture” or identity that must be negotiated is that o f gender and sexual 
orientation. Academic achievement, positive peer interactions, parental expectations and 
future career choices are all impacted by individual values and identity, including gender 
identity or gifted students’ beliefs and attitudes about themselves as male or female.
These attitudes drive how gifted men and women act and behave including if and how 
they display their talents and gifts.
In her history o f counseling the gifted, St. Clair wrote that gifted research in the 
1980’s and 19990’s would focus on the needs of special populations o f the gifted such as 
gifted females (St. Clair, 1989; Colangelo, 2003). O f concern at the time was the issue of 
closing the gender gap between females and males in areas o f math and science. Much of 
that gap has been closed but in the process, gifted females have entered traditionally 
male-dominated domains and have then inherited problems such as self-destructiveness, 
substance abuse, and violence (Kerr & Nicpon, 2003). Reis (2002) cites two distinct areas 
of external and internal barriers related to the talent development o f gifted females.
External barriers include parental influences on talented girls, issues relating to 
teachers, and grades in school (Reis, 2002). Research in self-concept and academic 
achievement with gifted females points to the fact that parental opinions are highly
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important to these gifted learners. Reis, citing her own research, writes “memories of 
negative parental comments haunt gifted and talented women decades after they have left 
home” (Reis, 2002, p. 127). Gifted girls also encounter certain expectations and 
perceptions of their teachers. Some teachers believe that females must work harder to 
earn academic achievement while male students have innate abilities. Teachers of both 
sexes in a study by Cooley, Chauvin and Karnes (1984) were found to perceive gifted 
boys as more competent in critical and logical thinking skills than gifted girls who were 
more competent in creative writing (Reis, 2002). In fact, teachers often liked smart girls 
less than other students, and some male teachers viewed girls as being more high strung, 
emotional, and gullible (Reis, 2002). The belief that girls must work harder to earn 
academic achievement may begin to be internalized by smart girls at an early age when 
elementary school grades reflect high achievement while standardized test measures do 
not, contributing to gifted girls’ beliefs that they are not innately as smart as their male 
counterparts and must work to succeed (Reis, 2002).
Internal barriers also plague talented females include loss o f belief in their 
abilities, social problems and isolation, concerns about future education, 
multipotentiality, perfectionism, and issues of achievement (Reis, 2002). The self- 
confidence o f gifted girls appears to decrease from elementary school through high 
school. Often gifted girls choose to avoid competition in order to foster interpersonal 
relationships or to conform to peer groups, even if it means not taking opportunities to 
use their gifts or talents (Ries, 2002). If gifted girls believe relationships and achievement 
to be mutually exclusive then they may choose to deliberately “dumb down” to win
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approval of both peers and parents who may be sending messages about what constitutes 
appropriate “feminine” behavior (Ries, 2002).
In addition, gifted girls and women continue to wrestle with the societal 
messages of perfection in beauty and the ultimate, yet seemingly impossible goal of being 
a perfect wife, mother and career woman (Kerr & Nicpon, 2003). Gifted females still 
encounter the dilemma of a perceived force choice between family and career and often 
faced with compromising their dreams due to their partner’s lack of support and 
discrimination in the work place (Kerr & Nicpon, 2003). Young gifted women may also 
believe that by behaving “smart” or acting on their gifts, they risk future intimate 
relationships with possible mates who may feel threatened by the displayed talent and so 
will change their behaviors so as not to be perceived as “competing” with young men 
(Kerr, 1994). Individual talent development and the pursuit of dreams and goals 
impacting significant others in their sphere of influence have been both challenging and 
perplexing to gifted females (Reis, 1999). Included in that challenge has been the choice 
of career paths that would be flexible enough to allow gifted females to have a family as 
well as satisfaction with their occupation (Reis, 1999).
On the other hand, gifted men face their own set o f unique challenges. The 
practice of “redshirting,” or holding young gifted boys back from kindergarten in order to 
ensure social acceptance, has not guaranteed their academic success, and the supposed 
social advantage of waiting on schooling appears to level out by first grade (Kerr & 
Nicpon, 2003). Upon entering adolescence, gifted boys do not receive any initiation rites 
into manhood or preparation for becoming part o f their community (Kerr & Cohn, 2001). 
They lack a meaningful sense o f belonging and many gifted young men experience
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alienation and depression without a “wise friend” to guide them (Kerr & Cohn, 2001). 
Gifted men also encounter the stereotypes of masculinity in both work and relationships 
which imply that in order to be happy their jobs must be lucrative, and to be considered a 
success in relationships they must “achieve” the “Perfect 10” woman (Kerr & Nicpon, 
2003).
However, studies on gifted men are few. What little exists focuses on social and 
emotional issues encountered in development which include belief in self, appreciating 
psychological androgyny, emotional sensitivity and empathy (Hebert, 2002). In Hebert’s 
2000 study on gifted males, he found that “belief in self’ to be the most important factor 
influencing these young men’s success. The gifted men in the study reported that being 
able to be emotionally expressive would enable them to be successful later in life; 
however, their emotional expressiveness was valued in their individual contexts and that 
is not always true for gifted males in American society (Hebert, 2002). If sensitivity, a 
typical characteristic of the gifted child, coupled with emotional expressiveness is not 
valued then gifted males are likely to withdraw from others and suppress these facts of 
their personalities (Hebert, 2000a). In a second study (2000b), Hebert discovered that 
gifted men recognized that characteristics such as empathy, while typically considered 
feminine traits, were appreciated and valued because they “allowed them to be better men 
and professionals” (Hebert, 2002, p. 140). This androgynous psychology ,or the ability 
“to be at the same time aggressive and nurturant, sensitive and rigid, dominant and 
submissive, regardless o f gender” (Csikszetmihalyi, 1996, p. 71), enables gifted men to 
have a broader understanding of human behavior with the belief that these characteristics 
in no way diminish masculine identity (Hebert, 2002, p. 139). Growing up as a gifted
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Gifted and Talented 74
male o f female is a complex process; one influencing factor in the development of each is 
the role o f the family.
Parental Concerns
The family of the gifted student is a critical part or the “essential context” of the 
gifted students’ talent development (Bloom, 1982; Colangelo 2003; Freeman, 2000). It is 
within families that a gifted student’s talent is first identified and encouraged. Families 
have been the primary source for the provision of the talent including early education, 
resources such as books and mentor teachers, the encouragement of practice, and the 
navigation of the school climate (Bloom, 1982; Freeman 2000). The family culture, 
norms and belief systems, or the way it values gifts and talents, greatly impact a gifted 
students’ achievement (Freeman, 2000). However, parenting a gifted child can be both 
joyous and demanding. Families of gifted students can be challenged by the cognitive, 
affective and behavioral characteristics unique to the gifted as described in Chapter One.
In 1981 a study by Hackney identified five main concerns that parents of gifted 
children had: altered normal family roles, altered parental self-image, adaptations made 
in the family, issues created between the family and the neighborhood or community, and 
issues created between the family and the school (Hackney, 1981). Keirouz (1990), in her 
review of literature pertaining to families of gifted children, expanded upon these 
concerns.
First, parents seem to be ambivalent about the label of “gifted” when given to 
their children, either being proud of the child, denying that the child is gifted or that the 
label is a burden, or worrying that the child will be rejected because o f the label (Keirouz, 
1990). The family may adapt to the label by providing more attention to the gifted child,
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impacting the rest o f the family system. Colangelo and Assouline cite Jenkins-Friedman 
as they explain that “giftedness in many families becomes an ‘organizer’—that is, a 
rationale for understanding behavior and actions” (Colangelo & Assouline, 2000, p. 601). 
The tolerance or intolerance o f the gifted child’s behaviors is driven by the family norms, 
implicit or otherwise, which dictate whether or not the behavior is acceptable because the 
child is gifted, or not acceptable because the child is gifted (Colangelo & Assouline,
2000; Freeman, 2000). The problem may lie in the fact that traditional parenting is rooted 
in the behaviors of a “normal” child. When the child does not respond in a typical 
manner, parents may feel frustrated or inadequate (Colangelo & Dettman, 1983).
Colangelo and Assouline’s (2000) concept of “reorganization” may mean that the 
parents alter their roles or behaviors to accommodate the child and role conflict may 
become a concern within the parental system. Occasionally, due to the gifted child’s 
precocity, the roles of child and parent may become confused and appropriate boundaries 
enmeshed (Keriouz, 1990). Part of the confusion can stem from a change in parental self- 
concept, in so far as the parents’ beliefs in their abilities to parent a gifted child. Parents 
can resent the gifted child for an upheaval in the family system, become competitive in 
needs, time and attention and feel guilty over their ability, or not, to provide enriching or 
stimulating resources and activities (Keriouz, 1990; Ross, 1979). Parents may also not 
know how to communicate their expectations of the child and differences in areas of 
emphasis (achievement vs. effort) can be confusing to the gifted child (Colangelo & 
Detmann, 1983). The label can also disrupt the status quo among siblings o f the gifted 
child, creating rivalry, resentment, or adjustment difficulties o f the non gifted siblings.
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However, negative effects of the label may resolve over time, with an overall positive 
effect and increase in self-concept o f the gifted child (Keriouz, 1990).
Part of the parents’ ability to provide for their gifted student is the decisions they 
must make once their student is identified. Most of these decisions are driven by the 
parents’ interactions with the school and the school’s ability to provide for the gifted 
students’ needs. Colangelo and Dettman (1983) write that not only will parents of gifted 
students confront the likelihood that the traditional educational environment will not meet 
their gifted students’ needs, but they will confront the decision of whether or not to enroll 
their child in a special “gifted program” and determine if that program meets their child’s 
needs. Problems in that decision making process rotate around the fact that parents are 
not always provided with enough information about what the label “gifted” means, how 
the child was identified, or what services are available to them (Colangelo & Dettman, 
1983; Alsop, 1997). What information is available to parents of gifted students is often 
biased and based on common myths and stereotypes as outlined in Chapter One 
(Colangelo & Dettman, 1983).
Alsop (1997) believes that parents of gifted children face several difficulties when 
it comes to working with schools. Parents have to contend with the common attitude that 
educators are an authority, and then with how to enlist that authority’s acceptance of the 
parents’ involvement in the process o f identification and the appropriate services for their 
child (Alsop, 1997). A parent’s adaptation to a lack of expected support for having a 
gifted child was one o f the most distressing experiences reported by the parent in Alsop’s 
1997 study. Parents reported expecting support from schools and communities prior to 
their children being identified as gifted but they felt they received only minimum
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Gifted and Talented 77
practical advice or support (Alsop, 1997). Many parents of gifted children may not feel 
equipped to cope with their students’ giftedness when it comes to attaining appropriate 
schooling and resources so they turn to family counseling in order to find the help they 
need in understanding and working with their gifted child.
Career Expectations and Multipotentiality
In 1990 Kerr wrote that multipotentiality, poor career choices, and inadequate 
course preparation in middle and high school compounded to put gifted students in career 
tracks (or no track at all) which left them feeling unsatisfied, confused, unhappy and 
which did not benefit society as a whole. Kerr (1990) believed by neglecting this major 
branch of development, talent was being wasted, probably because of the myth that gifted 
students were highly intelligent and that they could determine their career choice without 
help (Frederickson, 1986). In fact, the career decision-making of gifted students has been 
complicated by several different factors including: the idea of choosing a single career in 
light o f multipotentiality, determining long-range plans in career fields without having 
needed emotional maturity, and the lack of acknowledgment of personal choice or social 
expectations (Kerr, 1990; Rysiew, Shore & Leeb, 1999). Expectations of themselves and 
others, as well as having multipotentiality or an “over choice” of present abilities and 
future options, can confuse, frustrate and paralyze gifted students when they try to 
successfully plan their careers. Having to face these challenges all at once, gifted 
students have as much need if not more than their average peers for guidance in career 
planning (Frederickson, 1986).
The concept o f multipotentiality can best be understood as a student who has 
quite literally “an embarrassment of riches” (Gowan, 1980, pg. 67). Although there is
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some debate as to how multipotentiality is defined or even if it is a true construct (Achter, 
Lubinski & Benbow, 1996), traditionally it has been applied to students who appear to 
have an “over-choice syndrome;” that is, “the ability to select and develop any number of 
competencies to a high level” (Frederickson & Rothney, 1972, p. vii). Passow (1957) 
argued that as the gifted student was exposed to more information about fields of study 
and more awareness of his or her own ability, the choices became almost overwhelming 
in the breadth and scope of what the student could do and required the help of a “wise 
friend” which could help the student navigate the waters of career exploration (Passow, 
1957; VanTassel-Baska, 1990b, 1998).
This idea of multipotentiality based on high ability, competency, and equal 
interest and intensities across educational-vocational interests seems to affect almost all
gifted students (Achter et.al., 1996). The Achter study (1996), as well as further work by
\
Camille Benbow and David Lubinski (1998) examining vocational preferences in 
students with mathematic talent, has pointed to the need for self-examination and 
exploration of interests and values pertaining to the world of work as early as pre­
adolescence. In essence, because gifted students can conceptualize faster and more 
abstractly and will begin self-exploration earlier than their average age peers, guides and 
mentors need to be in place so that this exploration into values and interests can be 
facilitated (Rysiew, Shore & Leeb, 1999).
While gifted students may have a great degree of interest, motivation, and 
opportunity, they still had a difficult time deciding on a career. For many the choice of 
careers is the answer to “who am I?” (Greene, 2002) and is a question of identity. Some 
gifted students answer that question by choosing a career path at an extremely early age.
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Although some students feel “called” to one path or occupation that suits them 
completely, others risk being “locked” into one choice (Silverman, 1993d). Gifted 
students who foreclose early in the career decision-making process also run the risk of 
finding themselves at a college they did not select, majoring in an area that they do not 
like and having no plan as to where to go in the future (Greene, 2002). In addition, these 
students may not understand the degree of perseverance, passion and long-term planning 
the choice they make entails if  it means higher education or extensive training before they 
can do what they dream (Greene, 2002).
On the other hand, gifted students who make late decisions risk falling behind 
their same-age peers in career progress and even social development (Rysiew, Shore & 
Leeb, 1999). One reason for gifted students staving off the decision-making process is the 
fact that they may simply lack the knowledge of how the process works even though it 
may be assumed by adults and educators that they do (Greene, 2002). These late-deciding 
students are also so often preoccupied with maintaining high levels of performance 
during high school, that they can delay their career planning (Frederickson, 1986).
Some gifted students view the career “choice” as a question of identity and 
lifestyle instead of one of a series of flexible options between which the student can 
move. In addition, some fear of making the “wrong” decision or that they will fail to find 
the “perfect” career that is out there for them. Others may opt to choose an easy or “safe” 
college major or career path for fear of failing or disappointing others’ expectations 
(Kerr, 1991a; Rysiew, Shore & Leeb, 1999). Gifted students often struggle with ideas of 
what the “right” career or college is, and this struggle can also be compounded by gender 
role expectations (Kerr, 1991a; Kerr, 1994, Kerr & Cohn, 2002). Concerns such as
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prestige, family expectations, status, high earning power and conflicting values as relayed 
to them by different people in their environment can be troublesome when careers and 
higher education are being discussed (Silverman, 1993d). Societal expectations of future 
contributions can be translated into enormous pressure for gifted students when trying to 
determine career plans (Delisle, 1986). Delisle (1986, p. 559) wrote:
“Often, these adolescents are identified as “future leaders” and as “the movers and 
shakers of the next generation.” Such assertions may seem overly ambitious and 
perhaps unattainable to the gifted adolescents themselves. What parents, teachers 
or other adults may consider justifiable urgings to “do your best” and “work your 
hardest,” the gifted adolescent may interpret as not so subtle forms of external 
pressure.”
Doubtless, excelling in a wide variety of areas would render decision-making 
about careers and occupations difficult. Indeed, gifted students who are told “you can do 
anything, the world is your oyster” are being done a disservice if no other guidance is 
given in future planning (Delisle, 1992).
Perfectionism and Fear o f  Failure
The research behind the concept of perfection has been likened to the three blind 
men in a room trying to describe an elephant (Parker & Adkins, 1995). Just as the three 
men who described the animal as a hose, a wall and a leaf, perfectionism has been 
equated with obsession, competence, procrastination, achievement and neurosis (Parker 
& Adkins, 1995). Orange’s 1997 study explored the multi-dimensionality of 
perfectionism via factor analysis, and included the following descriptors in the concept of 
“perfectionism”: the need for order/organization, need for approval o f others,
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obsessive/compulsive demands on self, anxiety and excessive worry, indecision, high 
expectations of others, being hurried/driven, procrastination, and low interpersonal 
confidence.
One problem with the term, as described by Parker and Adkins in 1995, is the 
language used to describe the concept which can determine whether or not perfectionism 
was seen as a negative or positive concept. A child described as a high achiever or as 
exhibiting high standards is seen as engaging in positive behaviors while another child 
described as Type A, obsessive or anal retentive is seen as engaging in negative or even 
debilitating behaviors. However, “there is a fine line between striving to reach high 
standards of excellence and feeling self-defeated through the inability to reach 
unreasonable expectations” (Mendaglio & Pyryt, 1996, p. 3).
Barrow and Moore (1983) made the distinction between perfectionism as a trait, 
and perfectionistic thinking, the engagement in the dichotomous (all or none). Bransky, 
Jenkins-Friendman & Murphy (1987) demarcated empowering perfectionism and 
disabling perfectionism (Mendaglio & Pyryt, 1996). Hamacheck in 1978 described 
perfectionism as a continuum between either normal or neurotic. On the normal side, 
perfectionistic behaviors were created by a sense o f enjoyment from work and the ability 
to be less precise (Hamacheck, 1978; Schuler, 2002). Those individuals who could not 
feel satisfaction in their labor or believed that their efforts were never good enough were 
considered on the neurotic side of the continuum. Within that continuum were six 
behaviors including depression, the feeling of “I should,” shame and guilt, “face-saving” 
behaviors, shyness and procrastination and self-deprecation, all of which varied in their
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duration and intensity and moved the person up and down the continuum (Hamacheck, 
1978; Schuler, 2002).
Pacht (1984) and Bums (1980) both believed that perfectionism was debilitating 
and unhealthy and destructive, “a compulsive and unrelenting strain toward impossible 
goals” (Schuler, 2002, p. 73), which leads to other pathologies, psychological illnesses, or 
even health problems. Adler (1956) however believed that perfectionism could be seen 
as a striving inherent in life which could be construed as maximizing an individual’s 
potential. Research on the lives of gifted and eminent people points to the fact that 
perfectionism, as described as the driving absorption in their work and the importance of 
high levels of aspiration, is a consistent theme (Parker & Adkins, 1995).
The debates over whether or not perfectionism is healthy or not, whether it is 
innate or fostered by the environment, or if it simply a double-edged sword, continue to 
make their way through gifted literature (Parker & Adkins, 1995; Schuler 2002). Just as 
one definition seems unlikely to capture the complexity of the concept, so too there 
appears to be a difficulty in constructing instruments to test the phenomenon (Schuler,
2002). Mendaglio and Pyryt (1996) cite three instruments which measure perfectionism 
including the Multidimensional Perfectionism Scale, an instrument which assesses six 
dimensions of perfectionism developed by Frost, Marten, Lahart and Rosenblate in 1990, 
and a three-dimension scale by Hewitt and Flett in 1991.
However, there are some basic truths about perfectionism upon which the 
literature agrees. Schuler (2002, p. 72) writes that as a group gifted students are, in fact, 
perfectionistic, that they seem to be more perfectionistic than their average-age mates, 
and that their perfectionism can be a positive force behind achievement. LoCicero and
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Ashby (2000) contend that gifted students are more perfectionistic in adaptive ways but 
their behaviors can be misconstrued by adults or school professionals.
Perhaps the best understanding of perfectionism is as a double-edged sword 
which helpfully allows gifted students to achieve great things while still has the potential 
to wreck havoc in other areas o f their lives other than production or achievement 
(Schuler, 2002). On the one hand, perfectionism has been seen as a co-morbid trait 
alongside eating disorders and depression, and on the other it can be attributed to the 
precision and passion of the great works of humanity.
Many gifted students who display perfectionistic behaviors also have a fear of 
failing. Clark (1997) writes that at the heart o f perfectionism is fear, typically the fear of 
failure. This fear seems to be rooted in what Hamacheck (1978) called neurotic 
perfectionism, the belief that a person’s performance and therefore their existence as a 
person is unacceptable unless it is perfect. For these students there is an inherent need to 
do everything “right” so that they are validated as “good” people. Being less than perfect 
is equated to not being good enough and most students who experience this feeling will 
do everything in their power not to encounter situations in which failure is an option 
(LoCicero & Ashby, 2000). Sometimes this means avoiding situations which students 
feel might be overly challenging or becoming panic-stricken when they cannot find a 
correct answer (Silverman, 1993b). Gifted students can also adopt procrastinating 
behaviors because they are afraid of taking the risk of putting something on paper that 
isn’t perfect or exactly precise (Rimm, 2003).
Blackburn & Erickson (1986) contended that because of their high ability, some 
gifted students would not encounter an unsuccessful situation and thus choose to limit
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their activities, take fewer risks and opt for lower-level challenges as they grow older in 
to ensure that success is certain. Some students who have longer records of success may 
become paralyzed by a situation in which success was not the outcome, experience a drop 
in self-concept, or be surprised and frustrated when academics do become challenging or 
stressful to them because they have not built the skill or affective repertoire necessary to 
cope unsuccessful situations (Dockery, 2005; Reis & McCoach, 2002). The inability to 
handle nonsuccess coupled with a change from lack of challenge to rigorous work has 
also been cited as a cause of underachievement (Ries & McCoach, 2002).
One other explanation of perfectionism is the work of “ implicit theories of 
intelligence” which drive gifted students’ beliefs about themselves. Closely tied to self- 
concept, the entity theory of intelligence, termed by Dweck (2000), entails gifted 
students’ need to “appear smart at all times and to pull this off with as little effort as 
possible” (Robinson, 2002b, p. 64). These students may believe that there is little they 
can do to change their own gift o f being “smart” and thus feel that they should remain 
with safe activities assured of praise or success and stay away from anything that would 
render them anything less than an instant expert (Robinson, 2002b, p. 64). Students who 
hold “entity theories” are often plagued with self-expectations which dictate they should 
cope with every novel situation or new challenge expertly while still maintaining their 
status as a “straight A” student, making them highly vulnerable to criticism, or perceived 
failure or nonsuccess (Robinson, 2002b). Robinson (2002b, p. 64-65) writes that these 
students’
“brittle views of themselves make them highly vulnerable to minor setbacks and 
ineffective defense maneuvers. In the face o f criticism, their response may be one
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of helplessness, rather than resolve, and they may leave the field and pass up 
valuable learning opportunities, rather than give them another try.”
Adolescence: A Critical Juncture
Schultz and Delisle (2003) write that adolescence often comes with great upheavals 
o f the emotional and physical characteristics of gifted individuals. But this critical period 
also provides opportunities for them to gain a sense of self and how of their gifts will 
contribute to the future. Typical of adolescence is disequilibrium on a variety of fronts 
(Dockery, 2005; Santmire, 1990). First are rapid physical changes due to hormonal 
fluctuations and growth spurts, including changes in neural functioning (Clark, 1997). 
Coupled with this are changes in social and emotional functioning especially the normal 
developmental desire of the gifted student for individuation from parents, independence, 
and the beginning definition of personal identity, values and philosophy (Clark, 1997). 
Buescher and Higham (1990) outline five areas of challenge to gifted adolescence which 
may be encountered singly or in combination: ownership of talent, dissonance between 
self-expectation and performance, risk-taking, competing expectations, impatience, and 
premature identity. Shifts in the relationship patterns from parents to peers, and the 
acknowledgement of both individual and others’ needs are all part of the adolescent 
search for belonging and the formation of meaningful interpersonal relationships 
(Dockery, 2005; Clark, 1997).
During adolescence gifted students face several perplexing challenges partly due 
to the normal developmental patterns and transitions of adolescence and also because of 
the uniqueness o f being gifted. Clark (1997) states that the gifted may actually be better 
prepared to cope with the changes that adolescence brings because of their ability to
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conceptualize, see alternatives and relational patterns, tolerate ambiguity and lack of 
closure as part o f their giftedness. However, these same abilities may bring unique 
problems. Gifted students may not have the capacity or skills to cope with new insights 
and to make meaning o f all the physical, cognitive, social and affective changes 
occurring simultaneously (Buescher, 1985).
Peterson (2003) writes that for people with high ability, identity exploration is 
likely to come into conflict with both peers and parents. Gifted adolescents must contend 
with the expectations their family of origin may have about their achievement and 
success, both in the classroom and in the world. The tug-of-war between “running at 
breakneck speed” to make everyone happy, and shutting down and withdrawing, making 
no one happy seems to be the scenario Schultz & Delisle (2003) cite as being a cause of 
underachievement during the adolescent period. In fact, the authors contend that the 
concept of underachievement is simply a label of blame for the gifted adolescent who is 
already a potential victim at risk for self-doubt and the disappointment of others’ 
expectations. Adolescence is a period in which gifted students can choose to engage or 
not in the school, community and mission. This engagement is contingent on the level of 
rigor and challenge in middle and high school coursework, which is traditionally lacking 
for gifted students (Clark, 1997). Lack o f challenge, denial of giftedness and the immense 
need to blend in may easily drive a gifted student to not engage. Underachievement then, 
according to Schultz & Delisle (2003, p. 486), is “simply a word for comparing one’s 
abilities with one’s achievements” and a “coping mechanism to protect self-esteem and 
self-worth,” two critical components of the adolescent psyche.
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Gifted adolescents may also experience conflicts between achievement and 
affiliation and peer rejection based on talent in addition to the normal adolescent mood 
swings (Clark, 1997). The concept of having “peer problems'” is not new to the gifted 
student. Traditionally, gifted students have earned this label because of their refusal to 
befriend chronological age mates simply because they were not at the same intellectual 
level. While discussions about dating, movies, and the latest bands are just as enjoyable 
to gifted students as they are to their chronological peers, the fact does not negate the 
need these students have to also discuss, read and ponder issues of fairness, justice, 
responsibility, societal mores, or existentialism (Schultz & Delisle, 2003). The problem 
becomes that the pool of peers with which these higher-order conversations occur is 
small. Schultz & Delisle (2003) write that those who consider gifted adolescents as 
having “peer problems” ask themselves whose problem it really is. Some gifted students 
cannot or do not choose to make the same age friends, and worry about whether or not it 
“alright” for them to opt for a few significant friends or small group activities.
An additional challenge to the gifted adolescent can be a lack of significant 
mentors or guides during this volatile time when they need a safe place in which to 
explore their thoughts, feelings and behavior without judgment, and in which to discuss 
the changes they perceive in relation to their gifts and talents (Clark, 1997; Schultz & 
Delisle, 2003). However, many educators may conclude that due to their abilities, gifted 
students do not need help in exploring identity, career paths or establishing mature 
relationships (Peterson, 2003). But gifted students need help in the development of 
personalized coping strategies to navigate the rocky waters of adolescence (Schultz & 
Delisle, 2003; Dockery, 2005). It may be at this critical time of adolescence when gifted
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students are making sense of themselves, their gifts, and the fit of both within society that 
they need a “wise friend” to support, encourage, guide and simply to listen.
Counseling the Gifted Student 
Established Need fo r  Differentiated Counseling Services fo r  the Gifted Student
From the review of literature above, the need for a “wise friend,” a person who 
can nurture, guide, encourage and challenge the gifted student must be met if the gifted 
student is to not just navigate through and learn from each challenge but to flourish in the 
process o f talent development (VanTassel-Baska, 1990). Gifted students must contend 
with the normal developmental milestones that all students do, such as adolescence and 
individual identity. But they must also contend with challenges unique to their giftedness, 
such as the perceptions o f parents, educators and peers, educational environments which 
may or may not meet their needs or value their gifts, choosing appropriate careers, and 
traits like perfectionism and the fear o f failure which can either bolster or detract from 
creative production. Given the challenges which gifted students must face both 
developmentally and in relation to their gift, a “wise friend” is needed.
But what kind o f friend and guide do gifted students need? Whether they be 
private practicing counselors and psychologists, family counselors, teachers or school 
counselors, those who guide gifted students through the talent development process need 
to have the awareness and knowledge of gifted psychology and development, its 
ramifications in educational systems and the skills to help gifted students meet their 
potential. Guidance and support should be differentiated to meet gifted students’ unique 
needs (Robinson, Ries, Neihart & Moon, 2002).
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Gifted and Talented 89
There is empirical support for this type o f differentiation. In 1997 Moon, Kelly 
and Feldhusen investigated what parents, counselors, teachers and related professionals 
believed were important differentiated services for gifted youth and families and how 
those services could be developed through a needs assessment. An analysis of the survey 
using descriptive statistics indicated that respondents perceived the need for 
differentiation of services in the following areas: 1. general needs, 2. testing and 
assessment, 3. services, 4. guidance services, 5. training and educational services, 6. 
counseling concerns, and 7. consultation (Moon, Kelly & Feldhusen, 1997). Flowever, 
the greatest perceived need for differentiated services was that o f counseling for gifted 
adolescents. Investigators also found that within the domain of counseling, peer 
relationships, and emotional adjustment, that social adjustment and stress management 
were among the greatest needs expressed by participants, with school/work relationships 
and underachievement following closely. Analysis of the qualitative components 
indicated that participants felt that educators needed to be trained in understanding social, 
emotional and counseling needs of gifted children.
Why should the guides and “wise friends” who work with gifted students be 
knowledgeable about gifted needs and psychology? First, because a lack o f knowledge 
and awareness of the unique traits of the gifted may mean that wise friends are influenced 
by the myths and stereotypes which can impede their effectiveness in guiding (Robinson 
et.al., 2002). Without the appropriate knowledge of how gifted students learn and 
develop, it is unlikely that many who could be identified, especially gifted students from 
culturally diverse backgrounds, will be identified and served appropriately. A “one size 
fits all approach,” whether in teaching or counseling, only will hold gifted students back
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from achieving all that they can (Robinson et.al., 2002, p. 227). Second, concerns that 
gifted students may have about their experiences in education, with peers who may not 
understand them, or with the ambivalence of society towards gifts and talents may fall on 
deaf ears or ears that do not understand why these experiences would be of concern to the 
gifted student. Third, without “wise friends” who understand the special needs and 
challenges gifted students face as well as their amazing talent and future contributions, 
society stands to lose countless bright minds and remarkable talent.
In examining Gagne’s (2003) talent development model, the art and science of 
guiding fits in many different ways. First, “wise friends” can spot raw talent ready to be 
trained and honed. Second, the process of translating individual gifts into specific 
domains of performance and product requires practice and learning in which “wise 
friends” play an integral part. The “wise friends,” responsible for helping gifted students 
practice and learn, can also influence changes in interpersonal and environmental 
impacts.
For example, counselors who work with gifted students in the area of 
perfectionism can help them to attend to how perfectionism works in the process of 
making a product in terms of times when it was helpful or times in which it worked 
against them. Together, the counselor and the student can explore how perfectionism 
interacts with his or her individual levels of motivation, self management and other 
personality traits as well as how it influences their interactions with people in their 
environment who each have different expectations. Guides, mentors and counselors of 
the gifted have the unique position o f challenging the stereotypes o f gifted students with 
the students themselves so that they understand that being gifted is not pathological, sick
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or lacking in any way. In addition, these people are in a prime position to identify gifted 
students’ individual signature strengths, helping them learn, practice and apply those 
strengths to all areas of their lives. Lastly, these “wise friends” have the ability to help 
gifted students understand and change the various institutions in which they live, such as 
school. Reconceptualizing giftedness as non-pathological, fostering of individual 
strengths of gifted students, and gaining a better understanding for various institutions 
which impact the lives of gifted students are exactly the issues upon which the field of 
psychology should be focusing.
A Return to the Original Mission o f  Counseling: Positive Psychology
As described above, Dabrowski’s theory viewed the social and emotional 
development of the gifted child as development, not as a manifestation of pathology, 
illness, or psychoneuroses. Martin Seligman, the current president o f the American 
Psychological Association, has felt similarly to Dabrowski in that the way in which 
individuals should be viewed is not from the standpoint o f pathology, or a disease model. 
Rather, Seligman (2002) offers that what people desire more than the elimination of 
symptoms of disease or finding a cure for problems, is a life of meaning.
According to Seligman (2002), it is not enough for counselors to eradicate 
symptoms and problems, their next step should be towards finding and exercising an 
individual’s strengths, talents, and virtues which can facilitate their optimum level of 
functioning. The overarching goal of positive psychology is to revitalize the existing 
mainstream psychology to reintroduce the positive aspects o f human nature, such as 
positive subjective experiences, positive individual traits, and civic virtues (Jorgensen & 
Nafstad, 2003). Positive psychology is built on three primary pillars: 1. the study of
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positive emotion, 2. study of positive traits, specifically strengths and virtues, but also the 
“abilities” such as intelligence and athleticism, and 3. “the study o f positive institutions, 
such as democracy, strong families, and free inquiry, that support the virtues, which in 
turn support the positive emotions” (Seligman, 2002, p. xiii).
Seligman viewed psychologists as historically having three primary missions: to 
cure mental illness through testing and therapy, to make the lives o f ordinary people more 
productive and fulfilling, and lastly, to identify and nurture exceptionally talented 
youngsters (Seligman, 2002, p. 19). Yet it appears that that mission has been derailed by 
the “increasing psychiatric medicalization of every day life experiences” and the belief 
that an individual can be cured of deficits and pathologies through diagnosis and 
prescription (Linely & Joseph, 2003, p. 7; Seligman, 2002).
“Psychology [has become] almost synonymous with treating mental illness. Its 
historic mission of making the lives of untroubled people more productive and 
fulfilling takes a distant back seat to healing disorders, and attempts to identify 
and nurture genius are all but abandoned” (Seligman, 2002, p. 19).
There appears to be no provision for the individual’s future outside of the 
prescribed medical and therapeutic treatment. Instead of being “sick” the individual must 
determine what they will be and do instead. Seligman (2002) provides an alternative: the 
individual should attempt to pursue the full life. Jorgensen and Naftstad (2003) outline 
four types of “lives” that a person can purse. Each life grows increasingly complex from 
the pleasant life typified by the individual’s capitalization on positive emotions about the 
past, present and future to the good life in which an individual uses his or her signature 
strengths to obtain gratification and to experience a life characterized by authenticity. At
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the highest levels, individuals lead a meaningful life in which they use the same signature 
strengths and virtues in service of something larger themselves. This life, the full life, 
encompasses all of the characteristics of the less complex lives.
The full life is “a life in which the individual uses his or her capacities in an 
optimal way to serve something larger than him or herself to give life meaning” 
(Jorgensen & Nafstad, 2003, p. 24-25). The identification, exploration and application of 
individual strengths and virtues are important parts of the full life because these same 
strengths act as buffers against “misfortune and against the psychological disorders, and 
they may be the key to building resilience” (Seligman, 2002, p.xiv). Seligman writes “the 
best therapists do not merely heal damage; they help people identify and build their 
strengths and their virtues” (Seligman, 2002, p. xiv).
Seligman (2002) includes twenty-four virtues and strengths: curiosity/interest in 
the world, love o f learning, critical thinking/open-mindedness, 
ingenuity/originality/practical intelligence, perspective, valor and bravery, 
perseverance/industry, integrity/genuineness, kindness and generosity, loving and being 
loved, fairness and equity, leadership, self-control, humility and modesty, appreciation of 
beauty and excellence, gratitude, hope/optimism, spirituality/sense of purpose, 
forgiveness and mercy, playfulness and humor, zest/passion.
Of these twenty-four, gifted research (Lovecky, 1986, 1993; Silverman, 1993b) 
has identified love of learning, curiosity, critical thinking, originality or divergent 
thinking, industry, sense of fairness and justice, desire for excellence, spirituality, passion 
and a keen sense o f humor as trails which have traditionally characterized gifted 
students. Thus positive psychology’s desire to facilitate the development o f gifts and
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strengths of individuals coincides with the original mission of the psychologist, which is 
the nurturing of gifted youth with their signature strengths.
By identifying and facilitating the development of strengths, talents and assets, 
psychologists and educators can help students towards the full life that best fits 
themselves and their environment. In Seligman’s opinion, all of the above “lives” are 
culture bound. As Sternberg, Tannenbaum, Gardner and Gagne also indicated, each 
culture has a different idea o f what authenticity, fulfillment and meaning are and those 
ideas should be respected and incorporated into the discovery of the full life and the 
individual’s signature strengths (Jorgensen & Nafstad, 2003).
Joseph Renzulli, proposed that giftedness was the intersection of three primary 
areas: above average ability, task commitment and creativity (Renzulli, 2003). Later he 
added the “houndstooth” design depicting a background which was interpreted to mean 
the interactions between personality and environment. As Renzulli endeavored to capture 
the complex dynamics of giftedness in relation to environment, he began to question 
whether or not a more scientific examination of the houndstooth background could be 
done in order to understand the sources of gifted behaviors and “more importantly, the 
way in which people transform their gifted assets into constructive action” (Renzulli, 
2003, p. 77).
Operation Houndstooth is the outgrowth o f Renzulli’s investment in the positive 
psychology model. Operation Houndstooth is dedicated to the research on components in 
the background including optimism, courage, romance with a topic or discipline, 
sensitivity to human concerns, physical/mental energy, and vision/sense of destiny. It also 
investigates how school-related interventions which can promote behavioral outcomes of
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the component (Renzulli, 2003). Renzulli (2003) believes that the schools play a vital 
part in the development of gifted signature strengths and that if  students spend one-fifth 
o f their lives in school then that is an environment which can either foster the strengths 
found in the hound’s tooth background, or not. School experiences for gifted students 
then, need to be infused with the practices of behavior which facilitate the development 
of these signature strengths. The hope of Operation Houndstooth is the “development of 
wisdom and satisfying lifestyles that are paralleled by concerns for diversity, balance, 
harmony and proportion in all the choices and decision that young people make in the 
process of growing up” (Renzulli, 2003, p. 84).
In the positive psychology model, the understanding o f how gifted individuals 
make meaning of and use their unique gifts and talents becomes a critical component in 
order to better develop every individual’s signature strengths. According to Seligman 
(2002), psychologists and psychiatrists are in a prime position to help individuals 
facilitate their understanding of their signature strengths and how they can utilize them to 
reach the full life. What will follow here is a brief overview of how counseling and 
psychological services have been traditionally provided to gifted students.
Current Service Providers o f  Counseling
Traditionally, there have been three primary types of counseling available for 
individuals including family counseling, individual counseling through private 
practitioners, and counseling in the schools. In addition, concurrent with the rise o f gifted 
education, centers arose throughout the United States which focused on gifted 
psychology and development; these centers have also traditionally provided counseling 
services. Each has their own strengths in serving the gifted child.
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Centers for Talent Development
From the 1950’s into the 1970’s several centers in the United States were 
established dedicated to the pursuit of excellence in talent development which offered 
counseling as a standard component of student services (Myers & Pace, 1986). Those 
centers such as John Rothney’s Wisconsin Guidance Laboratory (later renamed GIFTS), 
John Curtis Gowan’s Gifted Child Creativity classes, and Tannenbaum and Goldberg’s 
Talented Youth Project, acknowledged the importance of the social-emotional 
development as an integral part o f the entire gifted student’s development. In these 
centers the counseling of gifted students in areas such as self-awareness, exploration and 
vocational guidance, which would help nurture their overall potential for excellence, 
became an emphasis (Colangenlo, 2003; Sajjadi, 2000). Many o f the founders and 
supporters of these centers for gifted learning and development conceptualized how they 
believed guidance and counseling played a critical role in the education of the gifted 
(Colangelo & Davis, 2003).
The research and writing generated by these centers was also important for three 
reasons. First, publications such as John Gowan and Catherine Bruch’s Guidance 
Monograph Series, and Phillip Perrone’s work with Pulvino and Male respectively, were 
among the first significant writings synthesizing the unique psychology of the gifted 
learner as it would apply to counseling, specifically in terms o f social and emotional 
development (Gowan & Bruch, 1971; Perrone & Pulvino, 1979; Peronne & Male, 1981). 
Through his work identifying, teaching and counseling gifted students, Gowan concluded 
that that gifted students have a unique awareness, unique concerns different from that of 
the average population, and thus have a need for a unique brand o f counseling (Gowan &
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Bruch, 1971). Gowan and Bruch (1971) suggest that gifted and talented students have a 
need for longer supportive guidance.
Second, the centers’ research suggested conceptualizing and serving the gifted 
child through specific models and theories such as Maslow’s hierarchy of needs 
Erickson’s and Piaget’s child development, and the humanistic counseling approach 
theorized by Carl Rogers all of which were theoretical models used in the counseling 
field (Myers & Pace, 1986; Sajjadi, 2000). Lastly, these laboratories served as active 
training centers for counselors in order to help them work with gifted students (Myers & 
Pace, 1986).
New centers arose as a response to the challenge which the suicide of Dallas 
Egbert issued, as described in Chapter One. The centers’ responses addressed the 
counseling and psychological needs of the gifted were being developed, including 
Supporting the Emotional Needs of Gifted (SENG) by James Webb, the Guidance 
Laboratory of the Gifted and Talented at the University o f Nebraska by Barbara Kerr, 
Linda Silverman’s Gifted Child Development Center, and the Belin-Blank International 
Center for Gifted and Talented Development. The latter have focused on personal 
counseling, career guidance, family counseling, and psychological assessment.
Family counseling
Given the challenges that parenting a gifted child might present, one means of 
providing counseling services and support is through family counseling. Family 
counseling and therapy has been an effective means of working with adolescent concerns 
and has been recommended for families of gifted children who are experiencing 
challenges (Moon & Thomas, 2003). In light of positive psychology, the family becomes
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a critical institution in which talent can flourish and signature strengths be discovered, 
nurtured, taught and challenged. As explained above however, the family institution and 
the institution of the school can sometimes clash in their respective beliefs about the 
gifted student and how he or she should be served. This clash can cause considerable 
stress on the family system which may cause families to seek support and encouragement 
from counselors in a family therapy setting.
In a review of family counseling and therapy by Moon and Hall in 1998, the 
authors underscore the need for differentiated counseling for families. Parents of gifted 
children face unique stressors due to the child’s giftedness as well as challenges in 
seeking and attaining appropriate services in the schools (Moon & Hall, 1998). However, 
therapists and counselors serving families of gifted children commonly do not have the 
prerequisite knowledge or training to work with that specific client population (Moon & 
Hall, 1998; Moon & Thomas, 2003). Unfortunately there is limited research on the 
experiences families of gifted children have in counseling (Moon & Thomas, 2003).
Bourdeau and Thomas (2003) interviewed three families of gifted children as well 
as their doctoral student counselors two years after completing family counseling.
Authors found that while adult family members saw their role as responding to the 
counselor who would determine the problem and solve it, the gifted children believed 
they were the problem which drew the family to counseling, and that “counseling was a 
punishment” (Bourdeau & Thomas, 2003, p. 120). The gifted children of these families 
also expected that the majority of counseling would be adult-oriented, and that they 
would not be asked to participate. Families also expected that they would be assessed on 
emotion and communication, with the goal o f “fixing the child at school” (Bourdeau &
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Thomas, 2003, p. 121). Adjustment, recommendations for parenting, and coping with 
“typical” gifted issues were among the goals families had for counseling (Bourdeau & 
Thomas, 2003).
The counselors interviewed by Bourdeau and Thomas (2003, p. 120) believed that 
counseling clients would be no different from counseling non-gifted clients and that it 
would be “business as usual.” The counselors’ goals for the sessions tended to go beyond 
the families’ declared goals of changing the child’s behavior; and focused instead on 
effecting change in the entire family system (Bourdeau & Thomas, 2003).
Implications from the Bourdeau and Thomas (2003) study are three-fold. First, 
counseling families of gifted students must be infused with knowledge of gifted 
psychology and development. Families who came to counseling appeared to have to have 
done so because o f the way the child’s giftedness was being expressed in the family 
system. Families came typically stressed due to the interactions o f the school and the 
gifted child and may have come to believe, implicitly or otherwise, that the gift was the 
“problem” which needed to be fixed; hence the students’ reporting that they felt that they 
were the problem which was being “punished.” Second, counseling gifted families may 
entail a reconstruction o f how they view giftedness. This may mean an explanation of 
talent development as a process and the family’s role in that process as well as examples 
of case studies or examples of other families with gifted children (Moon & Thomas,
2003).
Third, in order to provide more effective service, counselors of families with 
gifted members need to be aware of gifted issues and concerns as well as knowledgeable 
about how gifted psychology and development impacts the family system and how that
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system responds to the schools’ view of giftedness. From the outcomes of the study it is 
evident that counselors can also fall prey to considering giftedness or its behavioral 
manifestations or emotional outbursts to be problems or pathologies to be fixed and 
cured, a concern in the field o f counseling according to Seligman (2002). Counselors may 
have to change their views of giftedness in order to emphasize the signature strengths the 
child brings to both the family system and the school institution, as well as address how 
the family’s current dynamics are either helping those signature strengths to flourish or 
not. Unfortunately, there is a significant dearth of research regarding whether or not any 
of the above suggestions would be effective with families of gifted students. In fact,
“We do not know whether family counseling is more effective than individual 
counseling in resolving social and emotional problems for gifted students” (Moon, 2002, 
p. 217). Yet, individual counseling may be another critical piece in the talent 
development process of a gifted child.
Individual counseling
Individual counseling as provided by private practitioners including psychiatrists, 
psychologists and licensed counselors, offers a wide variety of treatment repertoires 
based on the counselor’s theoretical orientations and beliefs about the client and 
counselor relationship. Every practicing counselor is trained in a variety of theoretical 
orientations of counseling as well as basic and advanced techniques of the counseling 
process in their masters program required prior to their role-taking as a professional 
counselor. Theoretical orientations from which counselors can choose are diverse in 
assumptions about human functions, techniques, treatment modalities and the definitions 
of the client-counselor relationship (Council for Accreditation of Counseling and Related
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Programs, 2001). Examples of orientations include traditional psychoanalytic counseling 
as proposed by Freud, Jung, and extended into object-relations theory, Adlerian 
counseling which stresses personality and family roles, existential counseling based on 
the work of Victor Frankl and Rollo May which emphasizes the quest for meaning and 
value, behavioral counseling based on the premises of B.F. Skinner and Rational-Emotive 
Behavior counseling conceptualized by Albert Ellis which focuses on identifying and 
refuting irrational or faulty cognitions and substituting rational and healthy thoughts 
(Corey, 1996).
Regardless of theoretical orientation, counselors typically are trained in several 
skills necessary to building the rapport and relationships between the counselor and the 
client. These skills are rooted in Rogerian or person-centered theory and include 
exhibiting warmth, interest, genuineness, unconditional positive regard and empathy and 
are known as the “core conditions” (Corey, 1996; Thompson, Rudolf & Henderson,
2004).
Carl Rogers, the founder of the person-centered theory, believed in a non­
directive approach to counseling which assumed that people could resolve their own 
problems without direct intervention by the counselor and were capable of exploration 
and self-directed growth if the counselor could provide a growth-promoting climate 
marked by the above attributes (Corey, 1996). Genuineness, or congruence, is defined as 
the counselor’s ability to be authentic during the counseling process, meaning that their 
outward presence matches their inward feelings and attitudes (Corey, 1996). Rogers 
believed that the most important skill counselors could have was the ability to be 
congruent and if they could not be they blocked the facilitation of the counseling process
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by not being fully present with their client (Corey, 1996). Counselors who communicate 
unconditional positive regard and acceptance are able to value and warmly accept the 
students without stipulation or condition in such a way that students feel comfortable 
sharing their thoughts and feelings without reprisal or the withdrawal of counselor 
acceptance (Corey, 1996).
Counselors facilitate the counseling process by sensitively and accurately 
understanding and interpreting their clients’ experiences at such a level that the counselor 
experiences the client’s thoughts and feeling as if  they were their own. “Empathy is a 
deep and subjective understanding of the client with the client” (Corey, 1996, p. 207). In 
order to communicate empathy, genuineness, and unconditional positive regard, school 
counselors are trained in the basic techniques o f paraphrasing information, reflecting 
feelings, clarifying unclear material, summarizing information and feelings, inviting 
students to talk, and appropriate questioning (Thompson, Rudolf & Henderson, 2004). 
These are considered universal skills and are taught in classes emphasizing counseling 
techniques, which are required by counselor education programs by the accrediting body, 
the Council for Accreditation of Counseling and Related Educational Programs 
(CACREP) (CACREP, 2001).
Silverman (1993b) summarizes the three core conditions as the counselor’s 
“respect for human beings” and writes that for gifted students, counselors should err on 
the side of less directive counseling strategies primary because many gifted students are 
already able to solve their problems and are also more than ready to reject advice (p. 94). 
Silverman’s suggestion of counselor knowledge and skill when working with gifted 
students resonates with what is known as the knowledge, skills, and awareness approach
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to multicultural counseling, a paradigm of counseling with which counselors should be 
familiar with from their master’s level training.
For the purposes of this study, the awareness, knowledge and skills paradigm as it 
pertains to gifted students is based on that proposed by Pederson in 1994. This paradigm 
has three unique aspects. First, Pederson (1994) advocates for the counselor examination 
about personal biases and awareness o f sociopolitical issues which challenge culturally 
different clients. When applied to gifted students, counselors need to examine their own 
ideas and beliefs about the gifted, including many of the various educational myths that 
surround giftedness. Knowledge implies the attainment of information about culturally 
different groups including demographic information, social and historical experience 
including oppression, and educational and cultural values and issues (Patton & Day- 
Vines, 2003). In the acquisition and processing of this information, and tied to awareness 
is the importance of not viewing each culturally group as a “monolith,” that is, no two 
members of the same cultural group experience life in the same manner or hold the same 
exact values and concerns. The same can be said of the gifted student. Because giftedness 
cuts across race and ethnicity, no two children will have the same lived experience of 
being gifted in public education and society at large. The last part o f the paradigm is that 
of skill. Counselors can integrate awareness and knowledge into their practice of working 
with gifted students so that their counseling programs and techniques appropriately match 
their students’ cognitive abilities and affective traits as outlined in Chapter One (Lovecky 
1993; Silverman, 1993b; Pederson, 1994).
However, awareness of gifted concerns and issues, and knowledge about gifted 
psychology and talent development are not required for counselor education (Moon,
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2002). According to Moon (2002, p. 218) this lack of training leads to two problems: 
“First, very few mental health professionals know how to adapt their counseling 
strategies to better meet the needs of individuals with high abilities and second, untrained 
counselors may pathologize normal characteristics of gifted individuals, such as adaptive 
perfectionism and overexcitabilities.”
As mentioned above, individual counselors, psychiatrists and psychologists, even 
with the best of intentions, can pathologize common expressions of giftedness into 
problems that need to be fixed with the rationale of “why else would this client/student 
come to counseling?” This pathologization of client concern, as Seligman (2002) pointed 
out, is an issue for all counselors and clients, but is doubly so for gifted clients who may 
have already been penalized for their gifts and talents in the home or in the schools. If 
private practitioners, without knowledge of gifted psychology, hear their gifted clients 
talk about high expectations and perfectionism, they may logically deduce that these 
areas are inhibiting maximum psychological function of their clients and need to be 
identified and eradicated when in fact, the desire for high performance, task commitment 
and need for precision can be strengths to be capitalized upon in the talent development 
process of the client. If the mission o f counselors is to enable their clients to live 
authentic lives and to develop of their clients’ strengths and assets then it becomes 
necessary for them to have the awareness, knowledge and skill to address gifted needs.
However, individual counseling and guidance for gifted students is not usually 
given by private practitioners; it is traditionally found in the schools. Because the gifted 
child spends the most amount o f time in the school, second only to the family, the 
primary “wise friends” of the gifted child is that o f the teacher.
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Teachers o f  the Gifted
As Sternberg, Tannenbaum, Gardner, Gagne, Renzulli and the mothers and 
fathers of gifted education proposed, the development of the gifted student does not occur 
in a vacuum, it occurs within the myriad of contexts and institutions in which the student 
resides. One such context is the family, another is the community and yet another is the 
school. Leta Hollingworth spoke directly to the impact the school had upon the 
development of gifted youth.
Traditionally it has been the teacher who has acted as the “wise friend” and 
nurturer o f talent for the gifted student because he or she has the appropriate level of 
training in gifted psychology and education (VanTassel-Baska, 1998a). Gifted students 
have had different experiences in different classrooms however, and there may be a large 
difference from teacher to teacher in how they are perceived and their talents received. 
Additionally, teachers have not always had positive perceptions of gifted students (Croft, 
2003).
The small amount o f research conducted on teacher or educator perceptions of the 
gifted has indicated that general educational teachers may view gifted students negatively 
and entertain common misconceptions about giftedness based on common myths and 
stereotypes (Carlson, 2004; Seeley, 1998). Gifted students in classrooms which do not 
value or respect giftedness can feel forced to hide their gifts and act more “normal” in 
order to increase positive teacher interactions (Seeley, 1998). Reiterating the Monaster 
et.al. 1994 study, negative attitudes about gifted students increased as the level of 
familiarity with the student decreased. Thus, the less familiar the teacher is with the 
gifted student, the more likely he or she is to perceive them negatively. However,
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additional studies which have included teacher training or professional development 
emphasizing gifted psychology, development, and traits increased teachers’ positive 
perceptions of their gifted students (Croft, 2003; Carlson, 2004).
Teachers who have been trained in gifted psychology and education are in a 
unique position to meet the social and emotional needs of their gifted students as well as, 
and often through, meeting their intellectual and academic needs (VanTassel-Baska & 
Baska, 1993). Teachers of the gifted typically have been trained in behavioral 
modifications, vertical and horizontal alignment of curriculum and course sequencing and 
differentiation in instruction. All these impact the intellectual and academic needs of the 
gifted learner and which, in turn can lead to healthy social and emotional functioning 
(VanTassel-Baska, 1998a; Seeley, 1998, Croft, 2003). In addition, the teacher of the 
gifted has the skills and resources to provide interventive skills and techniques such as 
modeling, bibliotherapy, discussion groups, special projects, career exploration, tutorials 
and role-playing which can be facilitated inside the classroom (VanTassel-Baska &
Baska, 1993). The teacher is also in the position to act as an advocate for their gifted 
student’s needs within the school environment, a comfort to parents who might be 
confused about how best to help their child, and an active listener and an informal advisor 
on a variety of topics since the teacher knows the gifted student (VanTassel-Baska & 
Baska, 1993).
VanTassel-Baska and Baska (1993) outline four distinct advantages to the gifted 
student when the teacher acts in a counseling capacity: 1. instead of being “taken out” to 
appear at the guidance office, the gifted student can receive counseling in the context of 
the classroom; 2. decreases the students’ perceptions that feelings and emotions are to be
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segregated from the general classroom, providing instead a holistic education; 3. the 
classroom can provide a context in which the gifted student can discuss common interests 
or concerns with gifted peers; 4. the teacher can give ongoing positive reinforcement or 
encouragement instead of the gifted student waiting to receive it from the school 
counselor at distinct times.
Undoubtedly gifted students “pick up” or acknowledge that a teacher is 
supportive o f both their academic and social-emotional needs. Bishop (1968) found that 
“successful” teachers of the gifted were those who preferred to teach gifted and talented 
students and who supported giving special education attention to them (Carlson, 2004). 
Some research has tried to tease out whether or not teachers of the gifted must have 
special traits or characteristics in order for them to be considered “successful” by their 
students. Baldwin, Vialle and Clark in 2000 found that important characteristics of 
teachers o f the gifted included the following: having a mission, empathy, rapport, the 
ability to see and perceive students on an individual basis, listening, investment, 
excitement about learning, activating learning, innovation, gestalt, objectivity and focus 
(Baldwin, Vialle & Clarke, 2000). Silverman (1993c) suggests that what gifted students 
need is a good listener who can offer insight, a new perspective, recognize and develop 
individual strengths, see problems from the students view, and provide room for self- 
exploration and growth. In addition, those who counsel the gifted student should have an 
“understanding of the affective needs o f the gifted as wedded to knowledge of counseling 
skills” (Silverman, 1993c, p. 85).
Because the teacher spends a great deal of time with the gifted student, he or she 
is in a unique and wonderful position to give additional guidance and counseling to the
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student. Given that the gifted student spends the majority of time inside the school when 
they are not with the family it would seem that the school is the best institution in which 
counseling could occur. The school counselor, however, is also in a unique position to 
counsel and guide the gifted student through the part of the talent development process.
School Counseling
Typically, meeting the academic, career and social emotional needs of students 
has been the province of the school counselor. Since Jesse B. David in Grand Rapids 
Michigan began to infuse vocational and moral guidance in to his English composition 
class in 1907, the profession of school counseling, or guidance counseling, has evolved 
since the turn of the century (Baker, 2000). The history of school counseling has been in 
local, grass roots responses to community concerns and issues (Baker, 2000); however, 
the profession has changed with the times and other national influences. These influences 
include the vocational guidance movement, the psychometric movement and the mental 
health movement (Baker, 2000).
Vocational guidance was initiated by Frank Parsons in 1908 who believed that 
information and guidance was needed for youth to make good decisions about future 
occupations and careers (Baker, 2000). The beginning of the twentieth century also 
marked the introduction to psychometrics with the work o f Alfred Binet, the 
administration of intelligence tests by the United Statues during World War I, and the 
national emphasis on objectivity, prediction and classification to aid vocational guidance 
and finding the “fit” between individual differences and career paths (Baker, 2000). 
Lastly, the rise of mental health increased the importance o f human development, 
especially the development which takes place in the early, formative years o f a person’s
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life and focused on promoting healthy individual adjustment (Baker, 2000). Carl Rogers’ 
emphasis on the counseling relationship helped craft the process of school counseling, 
pulling it from directive and problem-centered to eclectic and focusing on client strengths 
and effective functioning (Baker, 2000).
Since the inception o f the profession, school counselors have played multiple 
roles such as counselors, administrators and vocational guides. However, it was not until 
the middle of the twentieth century that school counselors, due to the development of 
standards of counseling practitioners by the American Personnel and Guidance 
Association (APGA) and the American School Counselors Association (ASCA), were 
able to be trained and later credentialed to counsel.
From that time on, the field o f school counseling has undergone dramatic 
changes. Traditionally, school counseling had been identified with developmental 
guidance, meaning that school counselors delivered academic, social/personal and career 
guidance in ways appropriate to the developmental level o f the child or children with 
whom they were working (Baker, 2000). All three domains o f development were 
emphasized because it was believed that all three worked in tandem (ie. healthy self­
esteem would promote better decision-making in career pursuits and increased academic 
achievement). In order to promote all three domains, increase positive student 
functioning and effectively provide interventive strategies, school counselors became 
experts of the “three C’s” (counseling, consultation and coordination) (Baker, 2000; 
Erford, House & Martin, 2003). These three C’s were implemented in a variety of ways 
including interventive measures such as small group guidance, classroom guidance and
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individual counseling, parent-teacher conferences, referrals to community agencies and 
preventive measures through school programming (Baker, 2000).
Both school counseling and gifted education were profoundly impacted by the 
launch of the Russian satellite Sputnik in 1957 (Colangelo & Davis, 2003). Because the 
United States perceived the then Soviet advance as a threat to national security and a 
challenge to the field o f science and mathematics, federal funds were provided for the 
enhancement of current school counseling programs in school districts as well as 
counselor training programs (Colangelo, & Davis, 2003). At the same time, the event 
highlighted the fact that America had been ignoring its “natural resource” of bright 
minds. In response there was a boom of academic choices for gifted students including 
condensed or telescoped and/or accelerated coursework, college classes offered in high 
school, and offerings of foreign languages as early as elementary school (Colangelo & 
Davis, 2003). “Bright students were expected to take tough courses—to fulfill their 
potential and submit their developed abilities for service to their nation” (Colangelo & 
Davis, 2003, p. 7; Tannenbaum, 1979). The job of the school counselor was to facilitate 
the delivery of academic challenge and guide the gifted student into the correct “fit” of 
occupation which would benefit the country.
While the “scare of Sputnik” wore off after five years in the national interest, the 
cry remains in the field o f gifted education for school counselors who are aware of gifted 
needs, knowledgeable about gifted psychology, development and education, and 
competently skilled to work with their gifted students in the academic, career and 
personal/social domains. This is not just to ensure the development o f talent for national
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benefit, but for the sole purpose of ensuring future happiness and productivity of the child 
in later years.
Experts in the field have written that this knowledge should come from “a large 
body o f diverse literature” which would enable school counselors to “effectively provide 
their specialized services” to gifted students; but in doing so, school counselors would 
“need to complement their clinical expertise with knowledge of giftedness so that they 
can be effective helpers” (St. Clair, 1989, p. 101; Colangelo, 2002, pp. 7-8). However, 
given that school counselors are not required to have this awareness or knowledge upon 
graduation from their counselor preparation programs (Olenchak, 2001), is it possible to 
conclude that they’re still able to be effective helpers? The outcome research on 
counseling the gifted student in schools is minimal, but it is significant if we are to 
understand how our gifted students are currently being served.
School Counseling and Services fo r  the Gifted Student 
Past Service Delivery Models
Since its inception, the school counseling profession has proposed several 
different ways to deliver services to students in K-12 education. The predominant model 
was based on levels of student development. However, others advocated a services 
approach to counseling with clearly delineated goals and objectives, and counselors 
trained in a variety o f functions including primary prevention, diagnosis and therapy 
(Baker, 2000). Some like Keat proposed eclectic models which blended the counselors’ 
roles, included the traditional counseling, consultation and collaboration, offered an 
affective curriculum and emphasized the teaching of coping behaviors (Baker, 2000).
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Myrick (1993) offered a school counseling model which included crisis, remedial, 
preventive and developmental approaches incorporated into a developmental model 
emphasizing educational planning, decision-making, problem-solving, communication, 
and success skills. Peer facilitation and classroom guidance through teacher delivery and 
allotted counselor time per activity were unique aspects of this model (Dockery, 2005). 
The Comprehensive Career Development Guidance Program created by Gysbers and 
Henderson (1994) had four major components including a guidance curriculum, 
individual planning, responsive services, and support system. This model has the most 
amount o f similarities to the current American School Counselors Association’s (ASCA) 
National Model which now dominates counselor preparation and current school 
counseling service delivery, and which may have the most to offer the gifted student.
The ASCA model will be described in the following sections, but first, service delivery 
models which have been proposed specifically for gifted and talented students will be 
described.
Gifted and Talented Specific Counseling Models
Just as in the traditional school counseling models, there is no one agreed upon 
type of programming or service delivery model in which encompasses all strategies in the 
academic, career and social emotional domains for gifted students. In fact, there have 
been many different programming paradigms or conceptualizations which have attempted 
to incorporate all components. Ries and Moon (2002) categorized the proposed models 
and paradigms for counseling the gifted into models o f social and emotional development 
and models of interventions to promote social and emotional development. Intervention 
models also fall into two categories: those that are designed to enhance optimal
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development and those that are programs which address social and emotional difficulties 
(Reis & Moon, 2002). What will follow is a brief chronology of the proposed counseling 
models to fit the needs of gifted students.
From the research and counseling laboratories in the United States during the 
1970’s and early 1980’s, programs for counseling the gifted were being proposed based 
on cognitive developmental theories. These programs were to provide structure around 
the developmental stages while being flexible enough to acknowledge that gifted learners 
might occupy different levels of development in different domains (i.e. cognitive growth 
could outstrip emotional functioning). In 1977 Perrone and Pulvino offered a 
developmental framework which wove Erickson’s life stages with Paiget’s cognitive 
developmental stages and Go wan’s theory o f affective development, which was echoed 
by Zaffran and Colangelo in the same year at their gifted center (Perrone & Pulvino,
1977; Zaffrann & Colangelo, 1977). However, authors struggled with where to place the 
nature of creativity and the development o f artistic talent in such a stage model and added 
several components to counseling the gifted but did not align them directly with their 
developmental model.
M. Kay Ogbum-Colangelo in 1979 wrote about her use of Dabrowski’s Positive 
Disintegration Theory (PDT) and Overexcitability concepts and transcribed her 
counseling sessions in such a way that they demonstrated how the theory could work in a 
typical counseling session (Ogbum-Colangelo, 1979). With every issue discussed 
between the client and counselor, she drew in the theory to explain the use o f specific 
questions and reframing as it pertains to PDT. Ogbum-Colangelo wrote to those 
counselors without a great deal o f training as to actual technique in implementation and
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bringing the theory into session, but who could, with a firm grasp o f immediacy and 
unconditional positive regard as described above, utilize it in an individual counseling 
session. (Ogbum-Colangelo, 1979).
In 1982, Franks and Dolan suggested the pupil reference model for program 
design which emphasized the incorporation of learning style and preference into 
counseling but did not discuss how these styles and preferences changed over time 
(Franks & Dolan, 1982).
In 1987 several theories were proposed or revisited. Horowitz (1987) proposed 
the organism-environment interaction model as a way of explaining how development 
could be seen as contextual and interactive. He took into account personal and social 
domains which, in his opinion, had not been researched enough to be incorporated into 
developmental theory while retaining their complexity.
In the same year, Mary Ann Landrum (1987) outlined several guidance and 
counseling objectives for school counselors as well as for gifted children. She proposed 
that the fundamental nature o f being gifted and therefore different must be addressed in 
counseling as that feeling of differentness manifested in academic, career and 
personal/social domains. Landrum (1987) did not propose a developmental theory, but 
did suggest that the objectives and goals should be differentiated first to speak to the 
giftedness of the student, and second to their individual developmental differences.
Buescher in 1987 proposed a three step counseling model called “coming to 
know” which assumed that new information was based first on past, examined 
experiences and second, on present/constructed generalizations. He wrote that counselors 
need to guide the gifted student through the processes o f perceiving, ideating and
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presenting a particular concept or problem (Buescher, 1987). Buescher also outlined key 
issues to focus on in a counseling curriculum including personal growth, identity and 
adjustment, changes in relationships, and career paths facilitated through student 
investigation, and educator and parent training and implementation of the model 
(Buescher, 1987).
Culross and Jenkins-Friedman (1988) also supported a developmental model for 
counseling the gifted but added the following caveats: counseling should be focused on 
teaching rather than long term therapy, on wellness and not pathology, and upstream 
(preventative) versus downstream (interventive). Their conceptualization of development 
was based on awareness, accommodation and action (Culross & Jenkins-Friedman,
1988).
In 1990 VanTassel-Baska also revisited Dabrowksi’s theory o f positive 
disintegration and again stressed viewing internal conflict as a means to personal growth 
and higher levels of development. To this she added, echoing Miller and Silverman 
(1987) and Ogbum-Colagenlo (1979) that all personnel working with the gifted need to 
act as “nourishers” of the gifted student experiencing conflict and struggle. The primary 
goal of counseling was to validate, support and reframe exiting behaviors attitudes and 
emotions.
In 1993, Linda Silverman edited the book Counseling the Gifted and Talented 
which contained a model o f counseling the gifted student based on Dabrowksi’s theory 
and fourteen best practices. In her “Developmental Model for Counseling the Gifted” 
addition, Silverman proffered three primary counseling goals: 1. moral outcomes such as 
courage, altruism and compassion; 2. achievement outcomes such as contributions to
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society, and 3. well-being outcomes like self-efficacy and autonomy (Silverman, 1993b; 
Reis & Moon, 2002). VanTassel-Baska added to these goals again in 1998 
recommending academic planning corresponding to the gifted student’s unique cognitive 
needs, career and life planning, and psychosocial counseling “focusing on the 
preservation of affective differences” (Reis & Moon, 2002, p. 259; VanTassel-Baska, 
1998a).
Andrew Mahoney created another model in 1997 which was emphasized identity 
development; it was designed to help counselors of the gifted facilitate their students’ 
exploration into their inner self through an analysis of contexts and systems supporting 
the gifted student (Mahoney, 1997). His model outlines four formations of personal 
identity including validation, affirmation, affiliation and affinity (Mahoney, 1997; Ries & 
Moon, 2002).
The Social and Emotional Adjustment of Gifted Children and Adolescents Model 
(SEAM) was proposed by Sowa and May in 1997 based on prior studies into coping 
mechanisms used by gifted students (Sowa & May, 1997). The SEAM model was 
suggested to predict dysfunctional adjustment patterns in social and emotional areas 
based on used coping strategies, family influences and intrapersonal processes (Sowa & 
May, 1997; Dockery, 2005).
Cross and Coleman (2001) have critiqued the developmental models, citing that 
they were not relative to the issue of understanding giftedness unless the models were 
reconceptualized to address how gifted students specifically managed and coped with 
their giftedness throughout their school years. Their proposed model has been described 
as a “descriptive and heuristic model” which was grounded in how the gifted child
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manages and accepts his or her identity with the additional component of being gifted 
(Coleman & Cross, 2001).
ASCA National Model
The many choices of service delivery models described above underscore the fact 
that, as a profession, school counseling lacked a focused and cohesive mission, 
objectives, goals and plan for measuring success. Advocates have called for a 
comprehensive system which not only incorporates the “three C’s” but which meets the 
shifting changes in student population, student need, and which emphasizes 
accountability, student success and the closing o f the achievement gap. “Professional 
school counseling must evolve into a model that will both fit the needs of students in this 
rapidly changing society and conform to demands made by school reform and 
accountability mandates” (Erford, House & Martin, 2003, p. 3). In 2001 the American 
School Counselor Association outlined a new model for school counseling.
The model called for the “transformation” of the school counseling profession. 
This call for transformation was the school counselor profession’s response to the myriad 
of changes within the school populations and shifts in the national educational agenda. 
Erford, House and Martin (2003) outlined three primary changes which influenced the 
proposal of the model. The first change was the increased rates o f mental health concerns 
including clinical depression, suicide, conduct and behavior disorders within the student 
population, possibly as a result of rising levels of poverty, substance abuse, and domestic 
and community violence (Erford, House & Martin, 2003). Second, was the significant 
shift in focus in the national educational agenda which stresses that all students regardless 
o f economic status hold to the same educational standards (Erford, House & Martin,
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2003). Third, due to the loss of a cohesive mission, the school counseling profession had 
lost its identity and ability to explain its duties while counselors themselves have been 
assigned additional duties to counseling such as special education coordination, lunch 
duty, attendance, honor role assemblies and substitute teaching (Erford, House & Martin,
2003).
Thus, the school counseling profession has had to reestablish its identity, its goals, 
its objectives and the way in which it justifies its existence within the schools. The 
profession has already seen the results of not having an established vision: school 
counseling positions have been lost across the states. The transformed school counseling 
profession means that as a group, school counselors must move “away from a primary 
focus on mental health and individual changes to a focus on whole-school and systemic 
concerns that fit the schools’ mission—academic achievement” (Erford, House & Martin, 
2003, p. 5).
The model emphasizes four components: foundation and philosophy, service 
delivery, management systems and accountability (ASCA, 2003). Within the foundation 
component, ASCA proposes three different content domains containing standards which 
students should master within K-12 education (ASCA, 2003). The academic, 
social/personal and career domains are broad, developmental areas proposed to promote 
the learning of the whole child (ASCA, 2003). School counselors can demonstrate their 
program’s level of effectiveness by determining to what degree their students met the 
competencies within each domain. Bowers and Hatch (ASCA, 2003) write that the 
question every school counselor should be asking is “How are my students different as a 
result of the school counseling program?” The model still retains much of the school
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counselors’ traditional activities such as consultation, group guidance and individual 
counseling, referrals and acting as an information clearinghouse (Dockery, 2005). 
However, school counselors are now being asked to ascertain through data how each of 
those activities contribute to student achievement (Dockery, 2005).
The ASCA national model benefits the gifted student in several ways. First, for 
school counselors who are trained in the multicultural competencies, there is an 
additional call to be a voice and advocate for students who are not being heard or served 
in public education. (ASCA, 2003). School counselors, through their counselor 
preparation, are trained to be advocates and change-agents in their schools. Baker (2000, 
p. 95) exhorts counselors to promote social action in their buildings in two ways: “believe 
in the vision of an enlightened world society, and, in so doing, adopt a sense of social 
responsibility” and be able to help clients “assess the meaning of life and significant 
relationships within it.”
The school counselor may be the person who is the gifted student’s “last and only 
hope” (Erford, House & Sears, 2003, p. 13). For the gifted student, this means acting as a 
voice which represents the gifted students’ needs to the school community as a whole. 
School counselors have the responsibility for supporting student talent and ascertaining 
what needs to be changed in the school climate to facilitate it. As an advocate, the school 
counselor also returns to the counseling profession’s original mission as described by 
Seligman (2002): to promote student well being by identifying and capitalizing on 
students’ signature strengths which will enable them to live the full, authentic life 
meaningful to them.
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Second, each counselor is a special tool in a system who can identify student 
issues and community concerns other school personnel may not be able to by virtue of 
their contact with students, parents, and community. This unique position enables the 
school counselor to answer the call for social action by striving for equal opportunity for 
every student, combating racism through social action and multicultural counseling, and 
providing diversity-sensitive counseling (Baker, 2000). Borrowing from Menacker’s 
guidance theory, Baker (2000) outlines direct counselor activities which should be the 
bulk of the activist counselor’s job. An activist counselor can perform a variety o f tasks 
to help gifted students, all o f which fall into their already developed skill set. These tasks 
include collaboratively developing concrete helping activities, communicating empathy, 
and identifying environmental conditions that may facilitate or retard goals and self­
development of the student (Baker, 2000). If, as a result o f research, school counselors 
find that the institution in which they work and which gifted students are expected to 
thrive is not providing what gifted students need, then they can be the leader to initiate 
change; “to get things started, [as they have] the collaborative and human relationship 
skills to do it” (Erford, House & Martin, 2003, p. 13).
Multiculturally competent school counselors who act as advocates do not seek to 
“adjust” the student to the educational climate, but work towards adjusting the climate to 
the needs of the students, especially if it is the environmental climate which is causing 
difficulties in the self-development of the student (Baker, 2000). It follows then that 
school counselors are then responsible for increasing their awareness, knowledge and 
skill set in order to address the needs o f the gifted as a special population. School
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counselors have an ethical obligation to serve all students, including the gifted student 
(American School Counselor Association, 2001).
Current Status o f  School Counseling and the Gifted Student
There has been little outcome research on how the proposed service delivery 
models impact gifted and talented students or how school counselors’ awareness, 
knowledge and skills influence their service to gifted students. In fact, there is little to say 
as to what works and what does not with our gifted and talented students in the schools 
(Ries & Moon, 2002). However, three studies are important with regard to school 
counselors’ perceptions and interactions with the gifted students in their schools.
First is Sherry Earle’s 1998 study which sought to answer the questions: 1. what 
is the general aim of counseling gifted students? and 2. what counseling behaviors and 
models are needed to achieve this aim? To do so Earle (1998) performed a qualitative 
study which examined the themes from three hundred Critical Incident interviews and 
focus groups in which school counselors participated. The analysis o f the themes 
emerging from Critical Incident reports and focus groups revealed certain behaviors of 
counselors which would facilitate the counseling of gifted students and included the 
following: providing appropriate assessment and placement o f gifted students, advocating 
appropriate curricular modifications, guiding appropriate career exploration and 
exposure, facilitating interpersonal relationships and student growth, and helping students 
understand their gifts in the contexts of self, family and school (Earle, 1998). Earle 
(1998) also found that school counselors felt they were more effective when they 
differentiated their counseling in terms o f pace, depth, novelty and complexity to match 
their gifted students’ developmental level, yet counselors felt ill prepared to meet the
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needs of these students. Earle’s (1998) recommendation was to increase training in the 
psychology and development of gifted students.
In 2004, Nancy Carlson surveyed a random sample of three hundred and twenty 
K-12 school counselors who were members o f the American School Counselor 
Association in an attempt to delineate the multiple dimensions underlying school 
counselor’s knowledge and perceptions o f and involvement with gifted and talented. 
Correlations indicated a statistically significant relationship between school counselors’ 
knowledge o f gifted students and their reported involvement with those students. A 
MANOVA conducted on participant responses revealed that school counselors with the 
most years experience were more likely to report they had more knowledge about these 
students via in-service workshops but that high school counselors had the least amount of 
knowledge about these students.
Carlson (2004) also found following eight important factors in school counselors’ 
knowledge and perceptions of gifted students: 1. understanding gifted students; 2. 
counseling gifted students; 3. fairness of meeting needs o f gifted students; 4. rationale 
for meeting needs of gifted students; 5. unique characteristics o f gifted students; 6. 
adjustment of gifted students; 7. fitting in o f gifted students; and 8. time constraints for 
meeting needs o f gifted students. The ninth item entitled “gifted students may experience 
certain kinds of issues that are unique to them because of their unique characteristics” 
seemed to load equally on the component “understanding gifted students” as well as 
“counseling gifted students.” Carlson’s (2004) study indicates that school counselors 
who are aware o f gifted needs and knowledgeable about gifted and talented students 
report more frequent involvement, including advocacy, with these students. In addition,
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school counselors need to be aware o f their own perceptions about gifted students which 
may impact how they work with them.
In 2005, Dockery performed a qualitative study of counseling programs at three 
specialized high schools for the gifted. She conducted observations of counseling offices, 
and interviews with the directors of guidance and with school counselors. She found that 
school counselors had identified several social and emotional needs of their gifted 
students such as elevated levels o f stress and depression but attributed these needs to the 
specialized school setting (Dockery, 2005). Dockery (2005, p. 275) also found that school 
counselors demonstrated “a lack of awareness of the developmental and critical social 
and emotional needs typical of gifted students attending their program.” In general, 
school counselors in theses programs did not perceive that their gifted students were any 
different from any other adolescents and thus were not in need of differentiated 
counseling. School counselors in these programs worked with their students on academic 
and career planning as well as on issues of healthy self-image, positive self-esteem, and 
study skills and goal-setting. Most counselors provided individual counseling and 
referrals if  necessary instead of counseling groups, but reported that they had difficulty 
accessing their students due to limited time out of class (Dockery, 2005). Counselors 
considered their programs to be responsive and not preventive in nature and Dockery 
(2005) reported that none of the counseling programs at the selective high schools fully 
met the recommendations made by NAGC for the social and emotional guidance and 
counseling of the gifted student
Taken as a whole, there is little research which informs the school counselor 
about how their current practice influences gifted students and their talent development.
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The current research available however, does point to the fact that the degree of 
awareness and knowledge counselors have about the needs of gifted students influences 
their involvement with them. Gifted research and literature is filled with suggestions for 
techniques, strategies and ideas by which school counselors can address the needs of 
gifted students.
Best Practices in Counseling the Gifted 
“Numerous strategies have been suggested for enhancing the social and emotional 
development of gifted students” (Reis & Moon, 2002, p. 252). Strategies and techniques 
have been scattered through the literature on gifted and talented learners but few have 
been comprehensively employed by school counselors or even private practitioners (Reis 
& Moon, 2002). There is an obvious need to develop a comprehensive set of strategies if 
school counselors are to nurture and hone the gifted students’ talent, act as a support and 
change agent in the schools in which gifted students reside and to refocus their services in 
light o f the challenged issued by positive psychology. But what should school counselors 
be doing? What will follow here is a review of current “best practices” in counseling the 
gifted student, including strategies and techniques, which have been suggested in the 
gifted literature in the following domains: techniques and strategies to specifically 
address giftedness, and those strategies and techniques designed to nourish the talent 
development process within the academic, career and social-emotional domains.
Gifted Concerns
Gifted and talented students not only must navigate the developmental challenges 
met by all children but they also have the additional stress of coping with and making 
meaning of their giftedness. Thus gifted literature suggests that one primary component
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of counseling must be to address the issue of being gifted and how it impacts the 
students’ world view. Silverman (1993c) cites five unique concerns which speak directly 
to the nature of giftedness about which counselors of the gifted should be knowledgeable 
enough able to address with their students: feeling different, confusion about the meaning 
of giftedness, lack of understanding from others, fear of failure, perfectionism, and 
existential depression.
Galbraith (1985; Delisle & Galbraith, 2002) surveyed over 400 gifted students. 
She found that gifted students had eight concerns about being gifted that school 
counselors can address. The first concern was confusion as to what giftedness means. 
Second was that school was too easy or too boring. Third, gifted students felt that adults 
in their lives, including parents and teachers, as well as their friends, expect them to be 
perfect much of the time (Delisle & Galbraith, 2002). Gifted students also felt that not 
only did students tease them about being smart, true friends were few and far between 
(Delisle & Galbraith, 2002). Gifted students also reported feeling overwhelmed by all 
that they could do but at the same time worried about world problems and helpless to do 
anything about them. Lastly, gifted students felt different and alienated (Delisle & 
Galbraith, 2002).
All of these concerns, or what Galbraith called “gripes” reported to her (1985) by 
gifted students were impacted by the very fact o f that they were gifted. School counselors 
need to be able to address, discuss and listen thoughtfully as students describe their 
experiences as being gifted. In addition, school counselors need to be familiar with their 
school division’s and state’s definition of giftedness as well as being knowledgeable 
about the gifted psychology and nature. Lastly, school counselors need to be
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knowledgeable about how the nature of giftedness impacts their students’ academic, 
career and personal/social concerns. Carlson (2004) citing Walker (1982) writes, that 
school counselors must have “an awareness o f and sensitivity to the unique personal and 
educational issues and problems of gifted and talented students” (Carlson, 2004; Walker 
1982).
Academic Best Practices
Carlson (2004) outlines five basic academic areas with which school counselors 
should be familiar. These best practices include the school counselor’s knowledge about 
the identification process, understanding of academic choices and course selections open 
to the gifted student, study and organizational skills which gifted students may not have, 
and an awareness of how underachievement can occur with the gifted student in the 
heterogeneous classroom (Carlson, 2004).
School counselors can be powerful advocates for the gifted student if they are 
knowledgeable about their school district’s identification procedures and understand the 
psychology and traits of the gifted student (Coleman & Cross, 2001; ASCA, 2003; 
Silverman, 1993b). Once identified and placed, school counselors then have the 
opportunity to guide gifted in their choices o f academic classes, outside programs which 
tap their unique talents and gifts, and provide room for students to explore what 
education and learning mean to them.
VanTassel-Baska (1993,1998a) recommends the best practices of formulating 
academic blueprints which help students navigate a course o f study which best matches 
their strengths and abilities. When providing these blueprints, school counselors should
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be knowledgeable about academic options for their gifted students including acceleration, 
honors, Advanced Placement, International Baccalaureate and enrichment programs.
School counselors can also help students who struggle with gaps in other 
important areas critical to academic achievement, such as decision-making skills, priority 
setting, organization, time management and study skills (Silverman, 1993c). Carlson 
(2004) also adds remedial reading interventions for those students who have difficulty in 
this area. Because of the common myth that gifted students are good at everything, these 
areas are often neglected but the same areas are often causes o f underachievement if 
students don’t turn in assignments on time, or can’t find them, or decide which of them is 
the most important to finish (Baum, Renzulli, Herbert, 1995; Reis & McCoach, 2000).
Last, school counselors need to be knowledgeable about gifted students’ 
experiences in the heterogeneous classroom. Some students risk peer disapproval if 
appearing academically successful, so hiding gifts and talents is not an uncommon coping 
strategy for gifted students (Coleman & Cross, 2001; Swaitek, 2001). The counselor’s 
office is a safe place in which students can explore issues o f competition, judgment, 
expectations, stereotypes and feelings o f loneliness. School counselors may wish to be 
knowledgeable about books in which characters experience similar circumstances and 
feelings (Silverman, 1993c; Moon, 2002).
Career and College Exploration Best Practices
Closely related to academics is the pursuit of occupations and the introduction to 
the world of work. Typically, academic choices and classes taken are done so towards the 
end of gaining employment or higher education and then employment and the school 
counselor plays a critical part of this process. Silverman (1993d) proposed the several
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intervention and prevention strategies for helping students determine the best fit between 
their talents and strengths, their desires and a flexible career path. First, gifted students 
need to have adult influences, through mentorships, which can speak knowledgeably 
about specific fields in which the students are interested. Silverman (1993d) suggests 
shadowing, internships, volunteerism and part-time employment as ways for gifted 
students to learn from experts in the field while gaining on-the-job skills and determining 
whether or not that specific job is a good fit for them. Silverman (1993d) also offers 
“designing” a career based on aptitudes and interests and career inventories, and a 
discussion of life-themes or highly individualized values which the student believes is 
important to him or her.
Open and honest dialogue about influencing factors such as self/other 
expectations, societal pressures, gender identity, beliefs about what constitutes success, 
and explorations o f leisure activities are also recommended (Rysiew, Shore & Leeb, 
1999). As part of this dialogue, parent education should be offered to introduce parents to 
job applications, college choices and scholarships with which they may not be familiar. 
With guidance and support, the student learns more about themselves and their wants, 
needs and values and can begin to discover how to make good choices about careers and 
higher education so that their potential will be actualized. Career and vocational choice is 
an integral part of the gifted child’s social and emotional development.
Personal/Social Best Practices
One of the most well-known set o f best practices for counseling the gifted stem from 
Linda Silverman’s text Counseling the Gifted and Talented. Having done extensive 
reviews o f the literature, conducting many counseling sessions and including the thoughts
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of her contributing editors, she included this list o f fourteen different components to a 
preventive, developmental counseling program designed to meet the needs of gifted 
students (Silverman, 1993c). Other than the specific strategies that are aimed at 
addressing giftedness specifically, the following fourteen strategies are meant to facilitate 
the social and emotional development of the gifted learner.
The fourteen components, in theory, would facilitate the following in gifted students:
1. an understanding of their strengths and weaknesses (Kerr, 1991a); 2. self-acceptance 
and recognition of their limitations (Culross, 1982); 3. a commitment to nurturing their 
abilities (VanTassel-Baska, 1991); 4. the development o f internal locus o f control 
(Perrone, 1986); 5. an acceptance of mistakes as learning experiences (Webb, Meckstroth 
& Tolan, 1982); 6. conflict resolution skills (Betts, 1986); 7. problem-solving skills 
(Culross, 1982); 8. an awareness, understanding and acceptance of others (Betts, 1986);
9. communication skills (Betts, 1986); 10. the ability to be assertive rather than 
aggressive (Blackburn & Erickson, 1986); 11. interpersonal skills (Betts, 1986; 
VanTassel-Baska, 1991); 12. leadership and decision-making skills (Perrone, 1986); 13. 
knowledge of stress reduction techniques (Genshaft & Broyles, 1991); 14. an ability to 
view themselves and events with humor (Blackburn & Erickson, 1986).
Several of these best practices, such as developing an internal locus o f control, 
problem-solving skills and stress-reduction techniques, overlap in the academic, career 
and person/social domains. However, all o f these are designed to promote the overall 
positive functioning of the gifted student.
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School Counselors, the Talent Development Process and Positive Psychology 
Without school counselors who have an awareness of the critical issues currently 
challenging gifted students and the “predictable crises” gifted students may encounter in 
their developmental trajectory, the signature strengths o f gifted students cannot be 
identified, honed, nurtured or encouraged (Blackburn & Erickson, 1986). The counseling 
process, which was mentioned in Chapter One as a means o f supporting gifted 
individuals through the “predictable crises” o f their development, becomes an integral 
part o f the talent development process of gifted students. Not only are school counselors, 
by training, are in a unique position to deliver necessary services which strengthen gifted 
talent and coping skills, but they are in the one environmental context, other than the 
family, which is the most significant to the talent development process: the school.
School counselors, with their background in student development are in the best 
position to help the gifted individual to make sense of “where they are” with relations to 
the multiple arenas of development such as cognition, affect and social. An active 
knowledge that gifted students have a unique developmental trajectory and psychological 
traits, enables the counselor to see the gifted individual holistically. Multiculturally 
competent school counselors recognize that the counseling process cannot help but be 
impacted by the nature and understanding of what giftedness is, including how it is 
influenced by the views of the family of origin, by the educational arena in which the 
individual resides and by societal views about gifted. Lastly, school counselors working 
within the framework of the ASCA model have the necessary skills to advocate for gifted 
needs, and the potential for leadership to acquire additional services to benefit gifted 
youth.
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Within school counseling the gifted individual can explore and discuss their 
potential, both as they perceive it and as others perceive it, as well as what occurs 
between that discovery and the actual production or manifestation o f that gift and the 
individuals thoughts and feelings about how it is received. Counseling therefore, 
facilitates the talent development process in accordance with ethical considerations to the 
individual client’s need, the primary goals of the profession, and the need for future 
contributions of the gifted client to society at large.
However, in order to be effective counselors of the gifted, school counselors need 
three things. First, counselors of the gifted need to examine their own ideas and beliefs 
about the gifted, including many o f the various educational myths that surround 
giftedness as well as the current legal and educational status of gifted learners. Second, 
school counselors need a working knowledge of how gifted students develop and an 
awareness of how the school culture and climate, along with the traditional 
developmental challenges can create “predictable crises” within the gifted students.
Third, school counselors need to realize that they are the position to stop these crises 
before they start, or if they cannot, to intervene appropriately, using the best practices 
described above. By integrating awareness and knowledge and skills appropriate to gifted 
students into their service delivery and counseling programs they can appropriately meet 
their students’ cognitive abilities and affective traits as outlined Chapter One (Lovecky, 
1993; Silverman, 1993b, 1993c; Pederson, 1994). Without the help o f school counselors, 
regardless of role or capacity, gifted students may not have the advocate, teacher, 
listening ear or “wise friend” that they so need and deserve. Gifted students stand to lose 
a “wise friend” who understands that giftedness is not a sickness, a mentor who desires to
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understand them and their unique signature strengths and talents, and the “wise friend” 
who wishes to see the gifted student find the authentic full life and their active, 
productive niche in society.
Gaps in the Literature 
If school counselors are to be an active part of the talent development process, 
identifying and nurturing gifted students’ unique signature strengths through the 
employment o f the various best practices described above, the best practices should be 
effective. However, of all the proposed counseling models and best practices described 
above, few have been empirically tested to determine their worth and effectiveness when 
applied to gifted and talented students. Reis and Moon (2002, p. 262) state:
“There are many good ideas in the literature for developmental interventions by 
parents, teachers, and counselors, but few suggestions for how to help 
professional counselors best address the needs o f their clients who are gifted and 
talented. What is needed most, however, is solid, empirical research on patterns 
and interventions that promote the healthy development o f gifted students into 
gifted adults who lead satisfying and personal and professional lives.”
In other words, there is a void of research which methodologically tests whether 
or not any or all o f the above best practices which could be employed by school 
counselors actually work for gifted students. The lack o f research is problematic if  school 
counselors are being called to return to their primary mission o f identifying, nurturing 
and facilitating the development of the gifted student’s signature strengths as well as 
being called to be a change agent in the institutional context in which the gifted student 
resides.
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Lack o f  research on counseling outcomes with primary stakeholders: The adolescent
Not only has there been little research on the best practices o f counseling the 
gifted student, there have been few investigations into outcomes o f the counseling 
process involving adolescents. Little is known about what adolescents and students 
encounter in their experiences in counseling. This is unfortunate, as the counseling 
literature is missing the voice of a primary stakeholder in the counseling process, that of 
their adolescent clients.
Dunne, Thompson and Leitch (2000), citing Kazdin’s work in 1995, write that 
there are over 230 different therapeutic approaches being used with children and 
adolescents, yet there is little research which actually ascertains the experience of gifted 
adolescents in individual counseling or the effectiveness o f the approaches themselves. 
However, some extrapolations to what gifted adolescents might encounter in individual 
counseling, can be made based on limited documentation on what adolescents, in general, 
experience.
Dunne, Thompson, and Leitch (2000, p. 89), in their study o f male adolescents 
from an all-boys school in Ireland, found that these students placed a strong emphasis on 
the “act o f talking itself’ and reported helpfulness o f both cognitive and affective 
techniques. In an investigation of what adolescents with mental health problems report 
about their health services, Buston (2002), through semi-structured interviews, 
categorized areas of importance as perceived by the adolescent participants which 
included the doctor-patient relationships, treatment, the mental health system and the 
environment of the hospital or clinic in which they were treated. Findings from Tatar’s 
(2001) study on Israeli teens indicated that both the adolescent client and the counselor
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“believed that the trustworthiness of the counselor was the most important factor in 
whether or not the adolescent” would seek counseling (Smith-Jobski, 2003, p. 6). Tatar 
(2001) also found that there was a discrepancy between what the counselors felt was 
important in terms of the presenting problem and what the adolescent client felt was 
actually o f importance.
There is a significant dearth of information as it pertains to the analysis of 
effective treatment with adolescents, and the voice of the adolescent is not heard with 
regard to his or her experience in counseling. In her literature review of adolescents’ 
experiences with counseling, Wendy Smith-Jobski (2003) found only seven articles 
related to the adolescents’ perspective on their individual counseling experience with 
professional counselors.
The counseling literature has a need for outcome research which focuses on the 
adolescents’ experience in counseling. Specific to gifted literature, there is a need for 
studies which empirically test the degree o f best practices o f counseling the gifted student 
and which determine what gifted students experience in school counseling.
Purpose o f  the Study 
This study asks the question: What are gifted and talented adolescents’ 
experiences in school counseling? This question is important for several reasons and 
impacts multiple audiences. First, it seeks to fill the void in the current research of 
counseling the gifted. Second, answers to this question may help in determining effective 
best practices for counseling the gifted in schools by providing preliminary data 
according to the students counselors are expected to serve. Third, it adds a unique voice
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Gifted and Talented 135
to the literature, that o f the gifted adolescent, a primary stakeholder in counseling 
services.
Specific guiding research questions stem from the literature cited above. First, if 
school counselors are to address the “predictable crises” as described, then they need to 
know to what degree gifted students believe they occur (Blackburn & Erickson, 1986). 
Second, if  they do occur, to what degree do gifted students seek out their school 
counselors for help with these concerns? Third, because the counseling relationship is the 
primary avenue through which best practices and strategies are given, it is important to 
know how gifted students are describing their relationships with their school counselors, 
and what aspects o f that relationship they are experiencing. Fourth, given the many best 
practices cited above, school counselors need to know which are effective with the gifted 
student, and which, if  any, actually occur within the context o f the school counseling 
experience. If certain best practices and strategies or interventions are not being offered 
to gifted adolescents at their schools, which, if  they were offered, would the student 
consider to be most beneficial to him or her and to gifted students like themselves? 
Lastly, given that gifted students are a diverse population, school counselors need to 
know if there are any best practices or experiences which may be experienced differently 
between different groups of gifted students based on such variables like sex, race or 
region in which they are being schooled and the area in which they are identified gifted 
and talented.
Conclusions
Since Galton and Binet there have been several competing theories o f what the 
construct of giftedness entails. Conceptualizations have changed from a one type of
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intelligence, to multiple intelligences, product and performance valued by society, and 
developmental process. Currently giftedness is seen through the theory of talent 
development; a process by which raw talents and abilities are learned, practice, honed 
and nurtured through an interaction of personal and environmental factors and translated 
into talent domains in which gifted individuals can contribute to society.
However, the talent development process is not always smooth. Gifted individuals 
face challenges related to typical development as well as challenges directly stemming 
from their gifted traits and abilities including but not limited to advanced mental ability, 
insight, perceptiveness, goal-orientation, divergent thinking, need for precision and 
mental stimulation, perfectionism, advanced sense of humor, sensitivity, intensity and 
early moral concern. Gifted individuals from unique populations such those from rural 
populations, those with twice exceptionalities, the underachieving gifted, or those from 
diverse cultural backgrounds also face additional obstacles and difficulties.
Several critical issues, or “predictable crises”, have been noted in the literature 
which impact gifted individuals throughout their talent development as a result o f the 
interaction between individual gifted traits and the environment (Blackburn & Erickson, 
1986). These include issues of self-esteem and self-concept, peer relationships, coping, 
mulitipotentiality, perfectionism, and fear of failure. Research has suggested that not only 
are these crises or concerns a part o f the development process, but that they can be 
“predicted” in so far that most gifted students will encounter one or more of these 
challenges because they are gifted. Counseling has been recognized as one way of 
helping gifted individuals cope with these concerns in a way that capitalizes on the
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individual’s gifts and talents and facilitating the development of gifts into talents and 
future contributions.
Providers of counseling have included gifted teachers, psychologists and private 
practitioners, family counselors and school counselors. While traditional counseling 
modalities have stressed the diagnosis-prescription or medical model of working with 
clients, a recent counseling philosophy, positive psychology, has suggested that symptom 
eradication is not enough. Counselors of all varieties are being called to go beyond 
“cures” and assisting individuals to identify their unique signature strengths and build 
upon them. This way, individuals can use their strengths as buffers and ways of coping, 
and also as ways o f adding to their lives to make them more meaningful and more 
authentic; hopefully allowing them to contribute these talents to the benefit of others. 
Positive Psychology also posits that research in counseling should include investigating 
how gifted individuals make sense o f and apply their gifts and talents as well as 
investigating institutions in which foster those gifts such as the school.
As their talent development progresses, gifted individuals attend schools which 
educate them, identify their talents, and hopefully provide a nurturing environment in 
which their talents can flourish. Not all schools provide this environment, and some 
educational climates can be hostile, compounding the challenges already facing the gifted 
student. However, gifted students can find an advocate and ally in the school counselor. 
School counselors are in a unique position to help gifted students in the identification of 
their signature strengths as well as facilitating their talent development by providing a 
listening ear, teaching skills, advocating appropriate and challenging curriculum for the 
student, and, through the counseling relationship, facilitating the student’s self­
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exploration about how their talents can act as buffers and how they will contribute their 
talents in the future.
In light o f the ASCA National Model and NAGC’s suggested guidelines for 
socio-emotional guidance and counseling programs, school counselors can provide a 
program which supports the talent development of gifted students. Within this program 
school counselors can provide the best practices of academic, career/college and 
personal/social counseling as well as address how being a student with a gift impacts 
each of these areas. However, to provide such a program and embed it with the best 
practices, school counselors must be trained with the necessary awareness of gifted 
needs, knowledge of gifted psychology, and skillful in addressing the “predictable 
crises” . Unfortunately, school counselors are not required to have training in these areas 
as a result of their masters counselor preparation.
In addition, there has been little research to verify the level o f effectiveness o f the 
best practices or how gifted students respond to them and to the counseling relationship 
and process. Hence, the purpose o f this study was to begin to fill this gap in the literature 
base by providing information on how gifted and talented adolescents experience school 
counseling.
with perm ission of the copyright owner. Further reproduction prohibited without perm ission.




Because little assessment or outcome research has been done in the area o f school 
counseling as it pertains to gifted students, the purpose o f this study was to investigate 
what gifted and talented adolescents experience in school counseling (Moon, 2002).
The primary question under investigation was: what do gifted and talented 
adolescents experience in school counseling? Secondary questions included the 
following:
1. Which if any, of the “predictable crises” which are said to occur during the adolescent
developmental period are actually happening according to the gifted and talented 
adolescent?
2. How frequently do gifted and talented adolescents utilize their school counselors for
help on these concerns?
3. What aspects o f the school counseling relationship are gifted students experiencing and
what is the nature o f the high school counseling relationship as described and 
experienced by gifted and talented students?
4. To what extent do issues of personal and interpersonal skills, self-awareness and
knowledge, and excellence and perfection characterize the school counseling 
experience according to the gifted and talented adolescent?
5. What school counseling services or interventions do gifted and talented adolescents
perceive as beneficial to them and students like themselves?
6. Are there differences in what types o f experiences gifted and talented adolescents have
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based on demographic variables such as sex, region, race or the area for which 
they are identified as gifted?
Design
To answer these questions a statistical, quantitative design utilizing a survey was 
preferable (Creswell, 2003). Because this was an exploratory study which sought to 
investigate gifted students’ experiences in school counseling, a survey was the preferred 
type o f instrument to capture participant responses. A sample which was constituted by 
gifted adolescents, in this case high school students, had the required experience and 
knowledge base with which to answer the research questions stated above. Participants 
from this sample completed the survey within a month’s time away from their high 
schools participating in the Governor’s School for Visual and Performing Arts and 
Humanities. In order to facilitate data collection during the one-month time period and to 
increase accuracy of recorded responses, an on-line version o f the survey was offered.
What will follow is a description of the research participants including participant 
demographics as well as the operational definitions o f “gifted” and “adolescence” upon 
which the sample was based. Then a description o f the instrumentation will be given, 
including the development o f instrument items, and the results o f the pilot study. Next, 
the procedures that were taken to contact the participants, including parental consent and 
participant assent, survey administration, and data collection will follow. Finally, a full 
description o f the different analyses used to examine the data will be given as it relates to 
the research questions under investigation.
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Participants
Participants were 157 gifted and talented adolescents in the state of Virginia. 
Participants were part of a single-stage convenience sample and were considered gifted in 
the areas of humanities and the visual and performing arts (Virginia Department of 
Education, 1996) and attended the summer residential Governor’s School for the Visual 
and Performing Arts in July 2005.
Operational Definition o f Giftedness
In the state of Virginia gifted and talented students were defined as 
“those students in public elementary and secondary schools beginning with 
kindergarten through graduation whose abilities and potential for accomplishment 
are so outstanding that they require special programs to meet their educational 
needs. These students were identified by professionally qualified persons through 
the use of multiple criteria as having potential or demonstrated abilities and had 
evidence of high performance capabilities, which may include leadership, in one 
or more o f the following areas: intellectual aptitude, specific academic aptitude, 
technical and practical arts aptitude, visual and performing arts aptitude” 
(Stephens & Karnes, 2003; Virginia Department o f Education, 1996).
In the state of Virginia, students were identified for gifted programming through 
the screening of multiple criteria including the following: assessments of appropriate 
student products, performance, and/or portfolios; observation o f in-classroom behavior; 
appropriate rating scales; checklists and/or questionnaires; individual interviews; 
individual or group aptitude tests; individual or group achievement tests; previous
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accomplishments (such as awards, honors, grades, etc.); and additional valid and reliable 
measures or procedures (Virginia Department o f Education, 1996).
Operational Definition o f  Giftedness per Domain Area
Gifted students who qualified for specific domain areas such as the visual and 
performing arts were also assessed on criteria related to their area. For participants who 
attended the Governor’s School in the area of visual and performing arts, the following 
criteria was met (Appendix F):
1. Have a genuine interest in attending the Governor's School and have the emotional 
maturity, stability, and self-discipline to live away from home for an extended period, 
and to make sound decisions about time and behavior management;
2. Be a tenth- or eleventh-grade student enrolled during the 2004-2005 academic year in 
a public or private high school in Virginia; be eligible for tuition-free attendance in 
Virginia public schools; or the applicant's parent(s) or guardian(s) resides in the 
Commonwealth of Virginia;
3. Be recommended by visual and/or performing arts teachers or other professionals in 
the arts who know the student’s artistic capabilities;
4. Rank at or above the 80th percentile on recent standardized test measures, or possess 
a C average for the most recent grade completed, or have a letter of commendation 
from at least one teacher who feels the student would qualify on the academic criteria 
except for unusual situations or conditions;
5. Be identified through the state-sponsored adjudication process;
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6. Have been identified as eligible for the division’s gifted program in visual and 
performing arts, when applicable;
7. May not have been suspended from school at any time for any reason.
Students who entered the summer program in visual and performing arts were also, in 
accordance to criteria number five, adjudicated in their talent domain area (dance, drama, 
theater etc) (Governor’s School of Visual and Performing Arts and Humanities, 2005).
Participants who qualified as gifted in the area of humanities met the following 
criteria according (Appendix F):
1. A genuine interest in attending the Governor's School and the emotional maturity, 
stability, and self-discipline to live away from home for an extended period, and to 
make sound decisions about time and behavior management;
2. Be a tenth- or eleventh-grade student enrolled during the 2004-2005 academic year in 
a public or private high school in Virginia; be eligible for tuition-free attendance in 
Virginia public schools; or the applicant's parent(s) or guardian(s) resides in the 
Commonwealth of Virginia;
3. Rank at or above the 90th percentile on standardized, norm-referenced measures of 
ability and/or achievement (within the last three years); or rank within the top 10 
percent o f their class;
4. Be identified or be eligible for identification for the division's gifted program.
5. May not have been suspended from school at any time for any reason.
In addition, participants in the humanities area were judged on their responses to one 
of three essay topics.
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Operational Definition o f  Adolescent
For the purpose of this study, the definition o f adolescent was that of an individual 
between the ages of fifteen to seventeen and attending a high school (public, private or 
receiving the appropriate curricula via home schooling). Ages of participants attending 
the Governor’s School were between sixteen and seventeen, with the mean age of 
sixteen. The summer residential Governor’s School program was typified by sophomores 
and juniors in high school.
Operational Definition o f  School Counseling Experience
For the purposes of this study, the level o f involvement, interaction or experience 
with counseling services, school counseling programming components including 
social/personal, academic or career skills and activities represented the school counseling 
experience. The school counselor was conceptualized to represent the high school 
counselor participants last visited, received help from, or was provided services by at 
their local public or private schools.
Conceptualization o f  Participants
Student participants were volunteers drawn from a purposeful sample for this 
study. Gall, Gall and Borg (2003, p. 176) stated that “inferential statistics can be used 
with data collected from a convenience sample if  the sample is carefully conceptualized 
to represent a particular population.” In this case, participants were conceptualized to 
capture both the prerequisites o f giftedness and adolescents. Statistical generalizability 
data from the survey can extend to only those gifted and talented students in the state of 
Virginia from whence the sample was drawn.
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Instrumentation
The Gifted and Talented Adolescent’s Experiences in School Counseling II (GT- 
ASC II) survey was a sixty-seven item questionnaire designed to measure gifted 
adolescents’ experiences in school counseling. Survey items were developed from a 
thematic analysis of current gifted counseling best practices found in the literature 
(Appendix C). Specifically, the literature concerning the suggested “predictable crises” of 
gifted students, counselor-student relationship, activities and areas o f exploration, as well 
as suggested resources, activities and skills were analyzed (Blackburn & Erickson, 1986). 
Best practices which appeared the most frequently as suggestions for school counselors in 
working with gifted youth (ex: discussion of the definition of giftedness) were added as 
items in the form of phrases or prompts. Items asked respondents to rank the degree to 
which a counseling strategy, technique, or programming aspect happened to them on a 
scale o f one (not at all or did not apply) to 4 (completely or all the time). The GT-ASC II 
was the second version based on feedback from a piloting of the survey. Below is a brief 
description of how the first version of the GT-ASC was constructed (Appendix G). 
Construction o f the GTASCI
The first version o f the GT-ASC contained eight subscales including: 
“Demographics”, “General Experience”, “Counselor Understanding”, “Topics”, 
“Components of Counseling”, “Aspects o f Counseling” (subdivided into academic, 
career, and personal/social), “Issues in Giftedness” and “Personal Understanding”. Items 
of the survey with the exception of the General Experience component, were constructed 
from the research base on counseling the gifted. Items reflected strategies, services and 
techniques in the areas of social/emotional, career and academic domains including but
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not limited to coping, time management, goal setting, stress management, organization, 
mentoring, career explorations, and self/other expectations. All o f the items were 
gleaned from their frequency and importance in the literature on counseling the gifted 
student. Appendix C provides a table of counseling concerns for the gifted as cited in the 
literature and how those concerns translated into items in the GT-ASC I.
The subscale o f Demographics asked participants to identify their sex, whether or 
not they attended public or private school, the state in which they were identified as 
gifted, and the grade level in which they were identified as gifted.
The subscales entitled General Experience and Counselor Understanding 
attempted to capture the overall experience of school counseling. Specifically, General 
Experience examined how gifted student’s perceived the nature o f the counseling 
relationship with regard to the core counseling conditions of empathy, genuineness, 
unconditional positive regard or respect, the counselor’s understanding student meaning 
and content, and listening. In addition, items in the Counselor Understanding subscale 
targeted the degree to which the gifted student felt that their school counselor understood 
a few of the typical gifted traits such as love o f learning, intensity, drive, desire to 
understand, asynchrony and introversion. Items on both the General Experience and 
Counselor Understanding subsections were designed to capture the student participant’s 
perceptions and experiences with the school counseling relationship, based on a on a five 
point Likert Scale, with 1 = Not at all, 4 = Completely, and 5 = Not applicable/ did not 
happen to the participant indicating the degree to which these areas characterized the 
counseling relationship.
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Subscale four, Topics, was constituted by series of seventeen adjectives in the 
form of checkboxes. Participants chose from these which words best captured or 
described the content or topics of their school counseling experiences. Possible topics 
included areas such as responsibility, passion to learn, differentness, loneliness, meaning 
and perfection.
The fifth and sixth subscales, Components and Aspects o f  Counseling, included 
items describing possible interactions, programs, and services which the participant might 
have experienced in school counseling. Each item was based on a 5 point Likert scale and 
contained two parts. The first part o f each item was ascertained whether or not these 
interactions, programs, services, or techniques occurred (1= not at all through 4 = 
completely), and the second determining the level of effectiveness or success the 
participant felt each interaction or service was on a separate four point Likert (1 = not at 
all successful through 4 = very successful).
For example, participants were asked:
1. “To what extent do you feel that “practicing or role-playing conversations and social 
interactions” characterized your experience in school counseling?” and
2. “To what degree was this helpful/successful/effective with you?”
The Aspects subscale was subdivided into academic, career and personal/social 
arenas. All three of the Aspects divisions as well as the Components section ended with 
separate questions which asked participants to choose from several components or 
aspects of counseling they would have liked to have seen if  the component had not been 
in place at their school or if they had not experienced it. For example, Item 30, the last 
item in the Components section asked, “Which of these, if  any, would you have liked to
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have seen in your experiences in school counseling? (Please check all that apply).” 
Participants chose from a list of 12 possible services which included several o f the best- 
practices o f counseling the gifted such as introduction to other gifted students, mentors, 
small group discussions, bibiliotherapy, or role-play.
The subscale o f the survey, Issues o f  Giftedness, asked the participant using the 
Likert scales described above, whether or not specific concerns pertaining to giftedness 
were addressed in the school counseling session and their degree o f success or 
effectiveness. For example, participants were asked on Item 68 to what extent was the 
“nature and meaning of giftedness” discussed in their counseling experience, and to what 
extent did they believe that this was helpful or successful for them.
The last subscale of the GT-ASC I entitled Personal Understanding asked 
participants to indicate the degree to which they gained a better understanding or 
appreciation for areas o f personal growth such as “how mistakes are learning 
experiences” (Item 88) or “how inner conflict is a part of growth” (Item 96). Participants 
were asked to indicate this understanding on a Likert scale o f 1 (Not at all) to 5 (Did not 
apply to me/Unable to determine) and the degree to which this was helpful or successful 
to them.
A separate section at the end of the survey asked for participant feedback and 
responses about the survey in a text box which was not limited to the amount of words or 
characters which participants could type.
The survey was then placed in an on-line format which included three separate 
web “pages”. The survey was piloted with first version o f the GT-ASC in April of 2005. 
Participants were student members at the College o f William and Mary who identified
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themselves as gifted and talented students. Total enrollment at the College in 2005 was 
7,650 students (The College o f William and Mary on-line, 2005). Approximately 50% of 
the students were Virginia residents. As of the College’s 2003 survey data, 69% of the 
student population was white.
On April 21, 2005 an electronic advertisement was sent to all student members 
having email accounts at The College o f William & Mary. The advertisement read as 
follows:
If you were identified as gifted and talented in your K-12 education and are interested in 
participating in a pilot survey about the experiences of gifted and talented students in 
school counseling, please click on the link below or contact smwood@wm.edu.
URL: http://smwood.people.wm.edu/intro.php
Students at the College o f William and Mary were then given until May 10, 2005
to complete the survey online. Survey data were then downloaded and examined for
completion.
Results o f  Pilot Study
Data analysis decisions. Participant cases were examined by using IP (computer
addresses) and time stamps to determine whether or not participants completed each of
the three sections of the survey. Participants who completed only Sections 1 or 2 of the
survey were exempted from data analysis. This yielded a usable total o f 73 cases. The
following decisions were then made prior to data analysis:
1. Due to the significant amount o f data gathered, and because the goal of the pilot
study was to ascertain if the instrument was built correctly, the researcher decided
to eliminate some items from analysis.
a. First, questions indicating the degree of success or helpfulness were not
analyzed because the researcher wished to focus on whether or not the
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technique, service or other best practice actually occurred at all. Because 
the literature pointed to the need for counseling to focus on issues and 
aspects o f giftedness, the researcher decided to concentrate on the nature 
of the counseling relationship, gifted issues, and social and emotional 
functioning.
b. Hence, data from items in the subscale Components, as well as the items 
in the Academic and Career Aspects were gathered but not analyzed.
c. In addition, because the nature of the questions which asked participants 
which components of school counseling would they have liked to have 
seen if they were not present were “forced choice” questions, they could 
not be computed in future factor analyses. Therefore the data from the 
above areas were gathered but not analyzed.
2. Two questions (Academic #4, and Personal #4) which indicated there were errors 
in the programming language or data download were eliminated; however, these 
were among the “forced choice” questions which asked participants to choose 
areas of counseling they would have liked to have seen and were already 
determined as not part of the preliminary analysis.
3. Questions which had more than 25% of data missing were eliminated. They 
included: Item 14: Depth/intensity o f feelings, and Item 66: Sustaining 
motivation.
4. Items which were missing less than 5 cases were replaced with the mean of that 
item group. There were 23 items that were missing only one data point.
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5. Items that were reversed in wording with 1 or “not all” being a response 
indicating a positive occurrence (ex: the degree to which participants felt their 
concerns were dismissed by their counselor) were reversed in their scoring to 
align with the rest of the questions which were positively worded.
6. After careful examination, the researcher determined that participants who chose 
5 on the Likert scale indicating some technique or service in the school 
counseling experience did “not apply” to them were in effect also saying that the 
occurrence happened “not at all” (1). Hence scores of 5 were converted into 1.
Two primary analyses were performed on the pilot data, item analysis and factor 
analysis. A detailed description of these results can be located in Appendix J.
Descriptive Statistics. Seventy-three students from The College o f William & Mary 
who reported themselves as having been identified gifted and talented participated in the 
pilot; of these 56 (76.7%) were female and 17 (23.3%) were male. The majority 48 
(65.8%) were identified gifted in the state of Virginia; however, several participants were 
identified in other states. Of the seventy-three participants, 50 (68.5%) were identified in 
first to third grades, 14 (19.2%) were identified as gifted in fourth to fifth grades, 8 
(11.0%) were identified in sixth to eight grades and 1 (1.4%) was identified in high 
school (9th to 12th grade). Appendix I illustrates the full range o f pilot participant 
demographics.
Frequency and descriptive statistics. Frequency and descriptive statistics were 
calculated on the General Experience, Counselor Understanding, Personal/Social 
Aspects, Issues o f  Giftedness, and Personal Understanding subscales. Appendix J 
provides an overview of general results from the pilot.
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Item analysis. An item analysis was run to determine the reliability of items in the 
scale. Of the 73 cases, 1 was excluded, yielding a Chronbach’s alpha of .966 for, General 
Experience, Counselor Understanding, Personal/Social Aspects, Issues o f  Giftedness, and 
Personal Understanding subscales. Of interest were the following items:
1. Item 8: To what extent do I believe the counselor tried to “fix” or “cure” me?
2. Item 10: To what extent do I believe the counselor told me/implied I was worried 
about nothing?
3. Item 12: To what extent do I believe the counselor failed to accept or respect you 
as a person?
4. Item 69: To what extent was the fact that the word “gifted” can sometimes be a 
stigma discussed in counseling?
5. Item 71: To what extent was rules and authority discussed in counseling?
6. Item 80: To what extent was sexual identity discussed in counseling?
These items had a corrected item-total correlation which was less than an absolute value 
of .4 and were estimated to raise the Chronbach Alpha level if  the item was deleted from 
the scale. These items were targeted for possible elimination upon the results of the factor 
analysis.
Factor analyses.
A factor analysis was conducted using SPSS 12.00 to determine if items in the 
General Experience, Counselor Understanding, Personal/Social Counseling Aspects, 
Issues o f Giftedness and Personal Understanding subscales could be reduced to primary 
components. A principal component analysis with a varimax rotation was used to try to 
force the items into a simple structure for better understanding.
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The first analysis indicated that simple structure could be solved within 23 
iterations with 14 components explaining 81.0% of the variance. Several items which 
loaded on multiple components or which failed to load on any one component were 
eliminated. These included the items listed above in Item Analysis as well as the 
following:
1. Item 19: To what degree did I feel that “my need for time alone” was understood 
in counseling?
2. Item 52: To what extent did “decision-making” characterize your experience with 
school counseling?
3. Item 53: To what extent did “priorities” characterize your experience with school 
counseling?
4. Item 57: To what extent did “asking for help” characterize your experience with 
school counseling?
5. Item 68: To what extent was “the nature and meaning of giftedness” discussed in 
counseling?
6. Item 81: To what extent was “justice in today’s society” discussed in counseling? 
The final factor analysis fit the items into four components only which accounted for
62.1% of the total variance (Table 1).
Table 1*
Final Factor Analysis for the GT-ASC I Pilot With Four Factors
Component Total % of Variance Cumulative %
1 18.981 39.545 39.545
2 5.232 10.899 50.444
3 3.502 7.296 57.740
* Table 1 is continued on the next page
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4 2.090 4.345 62.094
The four factors were entitled: “The Counseling Relationship,” “Personal and 
Interpersonal Skills,” “Self Knowledge and Awareness,” and “The Pursuit of 
Excellence.” Table 2 illustrates how the pilot items were grouped by the analysis into the 
four factors in the following manner:
Table 2 f
Four Factors Created by Items in GT-ASC I
The Counseling Relationship
3. Your concerns were dismissed
4. Your time was well spent
5. You were supported and encouraged
6. You were misunderstood
7. (the counselor) was empathic towards 
my concerns
9. (the counselor) genuinely desired to 
understand me
11. (the counselor) took time to truly listen
13. my love of learning (was understood in 
counseling)
15. my drive and motivation to achieve 
(was understood in counseling)
16. my desire to understand things (was 
understood in counseling)
17. that not all parts of myself work at the 
same level (was understood in counseling) 
20. my personal philosophy (was 
understood in counseling)
Personal and Interpersonal Skills (aspects w 
experience)
rich characterized the school counseling
51. Problem-solving skills
54. Setting appropriate interpersonal 
boundaries between myself and others
55. Communicating with others
56. Dealing with hostility from others
58. Finishing projects that I began
59. Leadership
60. Positive self-talk
61. Visualization of worst and best case 
scenarios
62. Taking another person’s perspective
63. Using humor to defuse conflict
64. How to relieve and cope with stress




73. What it is like to be different 
82. Contribution to society
Self Knowledge and Awareness (topics or areas discussed in counseling)
79. Ability to produce a high level of work 90. Personal options and choices
* Table 2 is continued on the next page
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(creative, scientific, etc.)
83. Being smart and being accepted as a 
male or female
84. Expectations of others/self
86. How inner conflict is sometimes a part 
of growth
87. My strengths and talents
88. How mistakes are learning experiences
89. Different learning styles and 
preferences
91. How people change and develop
93. The give and take of healthy 
relationships
94. Viewing myself and events with a 
sense of humor
95. Acceptance of myself (both strengths 
and limitations)
96. Acceptance of others (both strengths 
and limitations)
97. The difference between the “pursuit of 
excellence” vs. “the pursuit of perfection”
The Pursuit of Excellence (topics or areas discussed in counseling)
74. Desire/need to be perfect
75. Pressures to hide gifts and talents in 
light o f peer acceptance/rejection
76. Struggles with being perfect
77. Anxiety about the future
78. Pressure to achieve
Appendix K provides the Rotated Component Matrix for the final factor analysis.
Construction o f  the GT-ASC II 
The results of the pilot study provided the backbone to the second version of the 
GT-ASC (GT-ASC II). A careful analysis of literature coupled by the piloting o f the GT- 
ASC II allowed for the inclusion of items which not only were grounded in documented 
best practices for counseling the gifted but which were also statistically sound.
The second version of the GT-ASC aligned new subscales to the results o f the factor 
analysis. Thus, five subscales were included: Demographics, The Counseling 
Relationship, Personal and Interpersonal Skills, Self-Knowledge/Awareness, and The 
Pursuit o f  Excellence. Deletion or inclusion of, or changes to items for the subscales of 
GT-ASC II will be described (Appendix L).
Demographics. First, the Demographics scale was broadened to include items 
which assessed participant self-reported sex, race, and state in which they were identified 
gifted and talented. In addition, items also targeted the year group in which the
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participant was identified (1st to 3rd grades, 4th-5th grades, 6-8th grades, 9th-12th grades). 
Lastly, items which asked participants to give the region in Virginia in which they lived 
and the talent area for which they were identified for participation according to the 
Governor’s School criteria (music, theater, dance, visual art, and humanities) were 
included in the Demographics subscale.
The Counseling Relationship. This subsection was comprised of items which 
addressed areas of the relationship between the counselor and the student such as the core 
conditions and the degree to which the counselor understood issues pertaining to gifted 
psychology such as basic traits. Items within The Counseling Relationship were retained 
with the exception of “To what extent do you believe your counselor told me/implied I 
was worried about nothing” which was re-added into the second version of the survey in 
order to balance the number o f negatively worded items.
Personal and Interpersonal Skills. This factor was entitled Personal and 
Interpersonal Skills because items grouped together in such away which seemed to point 
to specific skills or behaviors which might be seen as coping abilities which could be 
implemented in order to meet the challenges of interpersonal relationships or with other 
situations by which the gifted participant might have felt challenged. Items which loaded 
on the factor entitled Personal and Interpersonal Skills were retained with some 
exceptions. First, Item 72 “Self-esteem,” was deleted from the next version of the survey 
because it was too broad a topic. Instead, this item was reworded to read “How I feel 
about myself’ which was added to the Self-knowledge and Awareness section. Second, 
items 70 and 73 were also added to the Self-knowledge and Awareness section because 
issues fitting in and feeling different appeared to be more likely to be grouped with the
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degree to which the participant felt socially accepted and because they were not 
necessarily skills. Item 66 was retained in this subscale as “Sustaining motivation”. A 
gifted individual’s ability to sustain motivation in light of the degree o f responsibility and 
obligation would be considered a skill and the need for it appears in the literature 
(Silverman, 1993). Lastly, one item “My contribution to society” was moved to the 
Pursuit o f  Excellence subsection because it more logically fit with the general issue of 
achievement which that factor captured and because it did not appear to be an area of 
skill.
Self-knowledge and Awareness. In general, this factor appeared to include items 
which dealt with counseling issues pertaining to student issues of personal growth, self- 
awareness, and individual ability. Items which fit into the factor entitled Self-knowledge 
and Awareness in the pilot survey were included in the second draft. Three other items 
(Item 48: Fitting in, Item 50: What it is like to be different and Item 49: How I feel about 
myself) which were a part o f other sections were added. One additional item, Item 47: 
“How other people perceive me” was also included, and a further item, “The ability to 
produce a high level of work,” was moved to the following section The Pursuit o f  
Excellence.
The Pursuit o f Excellence. This subsection contained items from the pilot which 
described counseling topics such as perfectionism, anxiety, performance and 
achievement. Items in The Pursuit o f  Excellence were constituted by those found in the 
pilot in addition to several new items. These included the following and enhanced the 
subsection to include areas o f gifted identity and functioning:
52. My school’s definition o f “gifted and/or talented”
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53. What it is like to be a person with a gift or a talent
56. Loneliness/isolation
59. Issues of justice and fairness
62. Expectations I have for myself
63. Expectations others have of me
64. Frustration
Additional Items o f Participant Choice. A subsequent factor analysis of the pilot 
survey items including the Academic and Career Aspects o f the GTASC I was done. The 
items in these subscales failed to load in any of the four factors or double loaded on 
others. The researcher’s decision to remove them from the first analysis was justified. 
However, the deleted items did influence the inclusion of several items on the GT-ASC II 
which allowed participants to choose which academic and career components would have 
been helpful to them if they had been offered during their high school counseling 
experiences. These items became items 65 and 66 of the instrument and read as follows:
65. I f  your high school counseling program could offer any o f  the items below, which two 
would have helped you the most?
1. Meeting other students with the same interests and talents as myself
2. Meeting adults with careers in my field o f interest or talent
3. Making a flexible outline or blueprint o f a course o f study best tailored to my
needs and interests
4. Discussing the way classes are structured and their level o f challenge
5. Discussing movies or books which are o f importance to me
6. Help with time management, organization, and prioritization
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66. I f  your high school counseling program could offer any o f  the items below, which 
three would help you them most concerning a potential career path?
1. Shadowing a professional who is working in the field I want to work in.
2. Working as an apprentice or intern at a place which emphasizes my talents or 
interests.
3. Having a mentor in my field of talent or interest that I can talk to on a consistent 
basis.
4. Exploring life themes and discussing issues that might be important when I 
choose a career.
5. Opportunities for my parents to learn about fields and opportunities that I am 
interested in so I can talk to them about it.
6. Help with making difficult decisions about what paths I can take towards a career.
7. Opportunities for community service and/or volunteer work.
8. Part time employment or work/study opportunities.
9. Designing a career path which includes timelines, interests and talents, and future 
goals.
Additional Questions Pertaining to Counseling Concerns and “Predictable 
Crises Three critical questions which were overlooked in the construction of the first 
GT-ASC I but which targeted not only what types o f concerns participants may have 
come to the school counselor for, but how frequently they did so, were included. The first 
became the last item in the “Demographics” subscale:
8. How frequently have you met with your high school counselor?
1. Never (0 times)
2. A few times (1-5 times)
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3. Several times (6-10 times)
4. Very frequently (+10 times)
The second question became a series of sets of options from which respondents
could choose. These options reflected any concerns participants might have had in their
high school career. These items were based in the “predictable crises” of gifted students
as suggested by Blackburn and Erikson (1986) including underachievement, fear of
success/fear of failure, multipotentiality, and perfectionism (Silverman, 1993). In
addition, issues such as identity and social acceptance were included as documented
concerns (Schulz & Deslile, 2003; Cross & Coleman, 2001) and read as follows:
Which o f these concerns, i f  any, have you had during your high school career thus far?  
Please pick the best from  each set o f  descriptors.
Set A: (Underachievement)
1. None of these
2. Wanting to drop o f out o f school
3. Not wanting to appear “too smart”
4. Questioning my commitment to my studies
SetB (Multipotentiality)
1. None of these
2. Choosing the “right” college or career path
3. Having too many options or interests
4. Not knowing how to fit my talents with a career path or college
SetC (Gender/Race/Adolescent Identity)
1. None of these
2. Making sense o f what it means to be a talented male/female
3. Making sense of what it means to be a talented person o f color
4. Balancing my talent with typical concerns o f a teenager
SetD (Social Acceptance)
1. None of these
2. Fitting In
3. How people perceive me
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4. Feeling different 
Set E (Perfectionism)
1. None of these
2. Trying to be perfect at everything I do
3. Pressure to achieve
4. Managing the expectations I have for myself and others’ expectations of me 
Set F (Fear o f failure/success)
1. None of these
2. Fear o f failing at what I do
3. Fear o f doing too well
4. Fear that more will be asked of me
Following this item, participants were asked “To what extent would you ask for help 
from your high school counselor on any o f the issues you chose above?” and were asked 
to choose from the following:
1. I didn’t have any o f the concerns above.
2. I have never asked them for help on any of my concerns.
3. I did ask for help on some of my concerns.
4. I asked for help on all o f my concerns.
Item 67 o f the GT-ASC II asked participants to list other activities or discussions with 
their which school counselor which would have benefited them or students like 
themselves in their opinion. An unnumbered last item asked participants to give any 
comments they might have about the survey. The GT-ASC II was then transformed into a 
web-based document using Macromedia’s Dreamweaver MX program. Appendix L 
provides the GT-ASC II in its entirety.
Data Collection Procedures 
Parents and guardians o f the 400 participating students at the 2005 Governor’s 
School for the Visual and Performing Arts and Humanities received a consent form for
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their gifted adolescent to take part in the study (Appendix M) approximately two weeks 
before the opening of the Governor’s School program (June 20, 2005). This consent form 
explained the purpose o f the study and requested their permission for their gifted student 
to participate in the survey as well as requested the student’s assent to participate. A copy 
o f sample questions was attached to the parent consent form. Parents completed this form 
and returned it via US mail or to a staff member on the opening day at Governor’s School 
(July 3). Additional parent permission forms were located in the dormitory rooms of their 
students for completion. Permission forms also contained participant assent signatures.
After the researcher received the parent permission forms, she sent a formal 
invitation/information form to the participants with parental permission (Appendix M) 
the first weekend of Governor’s School (July 9) through the participant’s Resident 
Advisor. Invitations described the nature of the study, and how participant’s can take the 
GT-ASC II online. These invitations contained a randomized digit at the upper right hand 
comer, beginning with 1000. This digit served to identify the participant responses when 
they were submitted online. This digit did not serve to identify the participant in any way. 
No master list of random digits was kept that could link participant responses to 
participant identity.
Participants with parent permission were sent reminders at the end of week two 
and week three of Governor’s School (July 16 and July 23) (Appendix M). The random 
digit was printed on these reminder notices. A third set o f parent permission forms were 
distributed at the end o f week two during Parent Day (July 17). New participants with 
parent permission received an invitation with a digit and a follow-up reminder at the end 
of week three.
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Participants were able to complete the survey at any time online during the 
Governor’s School experience. Participants choosing to take the GT-ASC II, were asked 
to log on to a campus computer and type in the following URL:
http://smwood.people.wm.edu/GTASCassent.php which connected them to a page with a 
second on-line assent form. By clicking on “I agree,” participants acknowledged that they 
read the nature of the study and the statements on anonymity and confidentiality 
(Appendix M). The survey took approximately 20 minutes to complete. Paper copies of 
the survey were made available the last week of Governor’s School to students with 
parent permission who did not have either time or computer access to complete the 
survey on-line.
The week following Governor’s School, students were emailed with an additional 
request to complete the survey online if they did not already do so during the month of 
July. Participants then emailed the researcher who selected a randomized digit (beginning 
with 2000), emailed this in response so that the participant could include it in the 
appropriate section of the survey.
Data Analyses
Descriptive statistics such as frequency counts were utilized to examine 
demographic information including student sex, race, state in which the participant was 
identified as gifted, region of Virginia from which the participant came to Governor’s 
School, and talent domain area identified for program participation. Descriptive statistics 
including frequencies, means and standard deviations were calculated on items measured 
on Likert scales and frequency counts were used to examine participant responses to 
choice questions including the frequency of visits to their high school counselors, the
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“predictable crises” or concerns they might have encountered, the degree to which they 
sought their school counselor for these concerns and the choices o f academic and career 
components they might have wished to have seen in their school counseling program. 
Exploratory factor analyses were performed on Likert items and factor scores were 
computed for each factor found. Lastly, multivariate analyses o f variance were utilized to 
examine what, if any, differences in participant responses occurred based on the 
demographic variables of race, sex, region o f Virginia and talent domain area.
Potential Ethical Issues 
There were two primary ethical issues to be considered in this study. First was the 
fact that the survey was completed in an on-line format. In this case, participants, after 
consenting to participate, were not asked self-identifying questions outside those listed in 
the demographic area. Student participants were informed of the purpose o f the study, the 
voluntary nature o f participation and the fact that they may have chosen to withdraw from 
completion of the GT-ASC II at any time.
Second was the possibility of potential emotional consequence. It was possible 
that some participants may have had an emotionally upsetting or traumatizing experience 
with their school counselor and might have needed to discuss this in light of the survey 
and or interviews. If the need arose, the researcher, a qualified school counselor, was 
present to assist or to refer participants to the other counselor on the Governor’ School 
staff. If this did not suffice, the staff, who had been briefed on the research study, would 
have acted as supports. However, no student participant reported feeling upset as a result 
o f participation in the survey.
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Limitations
There were several limitations to the proposed study including the nature of the 
study, the sample of participants and the extent of their knowledge and experiences, and 
issues surrounding the use of an on-line survey.
The nature of the story is experimental and investigatory, thus there were no 
defining hypotheses to be tested only guiding research questions. While the first version 
of the GT-ASC survey was piloted, there were no established measures o f reliability or 
validity for the instrument.
The nature of the sample limits the statistical generalizability of the results for 
several reasons. First, participants form a convenience sample. While they represent 
gifted and talented high school students in the state of Virginia, the representation is 
limited by talent area; the sample in this study was identified gifted in areas of the 
visual/performing arts and humanities. There was no representation from other talent 
domains such as science, math, language or technology. Second, because parent 
permission was required, the number or participants may have been smaller if  permission 
did not have to be ascertained. In the researcher’s opinion, parent permission, while vital, 
curtailed the number of participants who agreed to complete the survey.
Use o f Electronic and/or Internet-based Surveys
Lastly, placing the GT-ASC II in an online format presented a unique set of 
challenges. The benefits of online survey formats have been documented in the literature, 
and include decreased cost to employ them, ease o f data entry, the ability to capture data 
and have it immediately saved and the flexibility in usage (Granello & Wheaton, 2004, p. 
387; Kraut, Olson, Banaji, Bruckman, Cohen & Couper, 2004). However, use o f internet
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surveys also comes with concerns. The primary concern is that of response rates which in 
turn impacts representation in the sample and sampling (Granello & Wheaton, 2004). 
Challenges include access to the internet, particularly with reference to socioeconomic 
differences in access to resources, bias and computer literacy (Granello & Wheaton,
2004; Dillman & Bowker, 2001). In this study, all Governor’s School students had access 
to the University of Richmond computing services during their free time in the course of 
the month in which they were attending the program; hence, participants had the required 
access to the World Wide Web during this time.
Literature regarding response rates has been mixed; however some studies have 
indicated that when compared to the online format, postal mail response had higher return 
rates and that, when given the choice, participants chose paper questionnaires over their 
Internet versions (Schonlau, Fricker & Elliott, 2002). For the purposes of this study, the 
researcher released paper copies o f the instrument in the last week o f the participants’ 
stay at Governor’s School if they had not already taken the instrument online. Granello & 
Wheaton (2004) proposed the use of multiple reminders in order to increase response 
rates and the researcher sent weekly written reminder to participants who had not yet 
completed the instrument. Limited responses can also be increased by technical 
difficulties and lack o f user-friendly designs (Granello & Wheaton, 2004). Technical 
problems, such as errors in the code which dictates what the software will do with the 
participants’ data, can be minimized by piloting surveys (Granello & Wheaton, 2004) 
which the researcher did. In addition, Dillman, Tortura, and Bowker (1998) outlined 
some basic principles for the formatting o f online surveys including fully visible
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Gifted and Talented 167
questions, limited line length, specific instructions, and providing a design similar to 
paper instruments, many of which the researcher followed.
Another concern o f internet-based surveys has been that of privacy and 
confidentiality which has several aspects. First is the question of participant anonymity in 
response, especially if participants are asked to complete multiple “pages” of an online 
survey in which case some identifier must be used in order to match participant responses 
across pages (Kraut, Olson, Banaji, Bruckman, Cohen, Couper, 2004). For the purposes 
of this study, the researcher, upon receiving parental consent, assigned each participant a 
random digit which was placed on the participant information form (Appendix M) and 
each subsequent reminder. This digit served to track the participants’ responses across the 
pages of the online survey; however, no record of the assignments were kept as each form 
including the information sheet and subsequent reminders were sent. Another concern of 
Kraut et.al. (2004) was the ability for other internet users, desiring participant 
information, to use “fishing” programs to access personal information. The College of 
William & Mary’s online template format which was used for the data collection and 
storage in this study allowed for security o f participant responses. In addition, no 
personal information was requested of the participants other than those items identified in 
the Demographics section. Lastly, the issue o f informed consent can be problematic to 
researchers if minors who have computer access complete online instruments without 
parental consent in which case the researcher would be unaware (Kraut et.al, 2004). In 
this study, participants could not log on to the survey site without first obtaining the 
parent consent since participants needed both the web “address” and random digit to
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complete the survey. This information was not sent to the participants until parent 
consent had been ascertained.
One limitation which is common to paper-based surveys is that of social 
desirability which can distort participant responses, or the tendency o f some participants 
to respond to items in a more socially desirable manner than what their actual thoughts, 
feelings and experiences would more accurately reflect (Richman, Kiesler, Weisband & 
Drasgow, 1999). Online surveys however, appear to limit this distortion because they are 
“self-administered and more removed from the observation of an interviewer” (Richman, 
Kiesler, Weisband & Drasgow, 1999). It is impossible, in this study, to determine the 
degree to which social desirability might have skewed participant response, especially if 
student participants completed the survey “together” or in side-by-side computer 
terminals or by completing the survey on paper in couples or groups.
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CHAPTER 4 
Analysis o f Results 
Introduction
The purpose of this study was to investigate the experiences gifted and talented 
adolescents have with school counseling. The study examined gifted and talented high 
school students’ experiences with their school counselors, including concerns which led 
students to counseling, the frequency of visits with the school counselor, the nature o f the 
counseling relationship, and the degree to which various aspects o f high school 
counseling program components occurred with gifted and talented students. This chapter 
will provide a brief review of research questions under investigation, the 
conceptualization o f terms, as well as the sampling and data collection procedure. 
Following this, a report of the statistical analyses used to answer the primary and 
secondary research questions will be given. The analyses included descriptive statistics, 
factor analyses and multivariate analyses of variance. SPSS 13.0 for Windows was used 
for all statistical analyses performed.
Research Questions
The primary question under investigation was: what are gifted and talented 
adolescents’ experiences in school counseling? Secondary research questions included 
the following:
1. Which if any, o f the “predictable crises” which are said to occur during the adolescent
developmental period are actually happening according to the gifted and talented 
adolescent?
2. How frequently do gifted and talented adolescents utilize their school counselors for
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help on these concerns?
3. What aspects of the school counseling relationship are gifted students experiencing and
what is the nature of the high school counseling relationship as described and 
experienced by gifted and talented students?
4. To what extent do issues o f personal and interpersonal skills, self-awareness and 
knowledge, and excellence and perfection characterize the school counseling 
experience according to the gifted and talented adolescent?
5. What school counseling services or interventions do gifted and talented adolescents
perceive as beneficial to them and students like themselves?
6. Are there differences in what types o f experiences gifted and talented adolescents have 
based on demographic variables such as sex, region, race or the area for which
they are identified as gifted?
Operational Definitions
For the purposes o f this study, gifted and talented adolescents were 
conceptualized as high school students between fifteen and seventeen years of age 
attending the summer residential Governor’s School for the Visual and Performing Arts 
and Humanities in Richmond, Virginia. The school counselor was conceptualized to 
represent the high school counselor they last visited or received help from at their local 
public or private schools. The level of involvement, interaction or experience with 
counseling services, school counseling programming components including 
social/personal, academic or career skills and activities represented the school counseling 
“experience.”
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Procedure
To answer the guiding research questions, a quantitative design was used.
Student participants completed the GT-ASC II, a survey instrument designed to capture 
participants’ experiences in school counseling (Appendix L). The sample which was 
constituted by high school students, designated as gifted and talented by the state of 
Virginia and who qualified for and attended the Governor’s School for the Visual and 
Performing Arts and Humanities had the required experience and knowledge base with 
which to answer the research questions stated above. Participants from this sample 
completed the survey, either online or on paper, within the month of July of 2005 and the 
first week of August 2005.
Participant Demographics
Response Rates
The total number of Governor’s School students enrolled for the summer 2005 
program beginning on July 3 was 400. O f the four hundred parent permission forms that 
were sent, 178 were returned, constituting a 45% return rate. O f those, approximately 86 
participants completed the instrument online, while another 71 completed the instrument 
on paper for a total of 157 participants. O f the 157 participants, 153 (97%) completed all 
sections of the GT-ASC II, with four participants not completing at least two parts o f the 
survey. The data provided by these four participants were not used the following data 
analyses. The 153 participants represented 38% of the original 400 eligible students.
Demographic information for sex, race/ethnicity, state in which the participant 
was identified as gifted and talented, grade level at which the participant was identified as 
gifted and talented, type of school participants were attending, region of the state in
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which the student was currently residing, and the domain area for which the participant 
was identified for attendance at the Governor’s School is included in Appendix N.
Sex
Four hundred students were enrolled in the Governor’s School for the Visual and 
Performing Arts and Humanities. One hundred thirty males enrolled in the Governor’s 
School program constituting 32.5% of the population, and 270 females enrolled in the 
program, constituting 67.5% o f the population. O f the 130 males, 38 (29%) completed 
the instrument, and of the 270 females, 114 (42%) completed the instrument. O f the 153 
participant cases analyzed, 38 males (24.8%) and 114 (74.5%) were represented, with one 
participant choosing not to identify his/her sex (.7%).
Race/Ethnicity
Of the four hundred students enrolled in the Governor’s School program, 314 
(78.5%) identified themselves as White/Caucasian, 30 (7.5%) as African American, 35 
(8.8%) as Asian, 12 (3.0%) as Hispanic, 2 (.5%) as American Indian, and 7 (1.8%) chose 
to not specify their race.
One hundred fifteen (75.2%) participants who completed the instrument identified 
themselves as White/Caucasian, 9 (5.9%) as Hispanic/Latino 3 (2.0%) as African 
American, 12 (7.8%) as Asian/Pacific Islander, 2 (1.3%) as American Indian/Alaskan 
Native, 0 indicated they were Native Hawaiian, and 7 (4.6%) identified their 
race/ethnicity as “Other”. Five (3.3%) did not identify their race or ethnicity.
State
Student participation in the Governor’s School program is based on attendance at 
Virginia public or private high schools or on home-schooling within the state. However,
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not all students attending the program were first identified as gifted and talented in the 
state o f Virginia. 133 (86.9%) reported that they were identified in the state of Virginia, 2 
(1.3%) in Wisconsin. Nine other participants reported being identified in the following 
states (1 participant or .7% per state): Connecticut, Georgia, Iowa, Montana, New Jersey, 
New Mexico, Pennsylvania, Texas, and West Virginia. Nine participants (5.9%) did not 
choose to report the state in which they were identified.
Grade Level
Participants described the time period in which they were initially identified as 
gifted and talented as follows: 85 (55.6%) of participants reported being identified 
between first and third grades; 28 (18.3%) reported being identified in late elementary 
school years or fourth to fifth grade; 13 (13.7%) indicated they were identified in middle 
school (6th to 8th grades), and 21 (13.7%) o f the participants noted that they were 
identified in high school (9th to 12th) grades. Six participants (3.9%) did not report the 
grade level in which they were first identified as gifted and talented.
Type o f  School Attending
Participants reported the type o f school they were attending during the 2004-2005 
academic year including public, private, alternate/other and home schooling. O f those 
138 (90.2%) attended a public high school in the state of Virginia, 13 (8.5%) attended 
private schools, 1 (.7%) reported receiving “alternate/other” schooling, 0 reported being 
home schooled, and 1 (.7%) did not disclose his/her educational setting.
Region o f  Virginia
Each school district in Virginia was guaranteed at least one student entrance into 
the Governor’s schools, thus the student population was heterogeneous in so far as
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participants represented different regions of the state of Virginia. All regions were 
represented by student participants who completed the survey; however, some areas of 
the state were more heavily represented including: 73 (47.7%) reporting their region as 
Northern Virginia; 24 (15.7%) Tidewater; 19 (12.4%) reported attending from the 
Ablemarle/Charlottesville region; and 15 (9.8%) Richmond and the surrounding region. 
The remaining participants reported representing school districts in the Caroline/West 
Point region (9, 5.9%), Salem Roanoke region (8; 5.3%), the Bristol/Wise/Wythe region 
(3, 2.0%) and the Brunswick/Amelia/Halifax region (2, 1.3%).
Domain Area Identified fo r  Governor’s School Attendance
Participants were asked to identify which talent domain they were applied for and 
were adjudicated in to qualify for attendance at the Governor’s School. Students applying 
for enrollment could choose from three performing arts areas including music, theater 
and dance or could apply for entrance in the visual arts or for the humanities program. Of 
the 157 participants, 24 (15.7%) reported they were attending the Governor’s School for 
music, 15 (9.8%) were attending for theater, 15 (9.8) for dance, 13 (8.5) for visual arts 
and 86 (56.2) participants were attending for humanities.
Descriptive Statistics
Predictable Crises
To answer the question: “Which if  any, of the “predictable crises” which are said 
to occur during the adolescent developmental period are actually happening according to 
the gifted and talented adolescent?” survey items were constructed in following areas: 
Underachievement Concerns (Set A), Multipotentiality Concerns (Set B), Identity 
Concerns (Set C), Social Acceptance Concerns (Set D), Perfectionism Concerns (Set E),
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and Fear of Failure Concerns (Set F). Each category represented “crises” or 
developmental challenges most gifted and talented adolescents would encounter as cited 
in the literature. Sets included four choices describing possible feelings or experiences 
about each crisis. For example, in Set A, participants were asked to choose the descriptor 
which best illustrated a “crisis” or concern they might have had in their high school 
career and included: None of these, Wanting to drop out of school, Not wanting to appear 
“too smart”, Questioning my commitment to my studies.
Frequency and percents were calculated to determine which concerns students 
had. Appendix O illustrates responses per concern set.
In Set A, Underachievement Concerns, 79 (51.6%) student participants reported 
that they did not have any of the academic or underachievement concerns listed in the 
category. O f the list o f concerns participants reported the following: 4 (2.6%) cited 
wanting to drop out of school as a concern; 29 (19.0%) cited not wanting to appear “too 
smart” as a concern; 39 (25.5%) cited questioning their commitment to their studies; and 
2 (1.3%) chose not to respond to any of the items in Set A.
In Set B, Multipotentiality Concerns, 6 (3.9%) of participants reported that they 
did not have any of the listed concerns. O f the three remaining responses 72 (47.1%) 
reported they were concerned about choosing the “right” college or career path, 49 
(32.0%) reported being concerned that they had too many options or interests, 26 (17.0%) 
reported that they were concerned that they did not know how to fit their talents with a 
career path or college.
The Identity Concerns (Set C) included responses which represented common 
self-concept and identity issues including gender, race/ethnicity and adolescent identity
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development. Of the 153 responses, 1 participant did not respond to any item, 80 (52.3%) 
reported that they did not have any of the listed concerns, 10 (6.5%) reported concerns 
about making sense of being a talented male or female, 3 (2.0%) reported concerns about 
makings sense of being a talented person of color, and 59 (38.6%) reported that they were 
concerned about balancing their talent with the typical concerns of an adolescent.
Set D was comprised of items representing concerns with social acceptance of 
giftedness. Participants reported in the following manner: 4 (2.7%) participants chose not 
to respond in Set D; 57 (37.3%) participants responded that none of the listed items were 
of concern to them; 18 (11.8%) participants cited “fitting in” as a concern; 57 (37.3%) 
participants responded that other people’s perceptions of them were of concern; 17 
(11.1%) cited “feeling different” as a concern.
In the category of perfectionism, Set E, 16 (10.5%) of the participants reported 
that none o f the examples listed were of concern to them. O f the remaining participants, 
“trying to be perfect at everything I do” was a concern to 45 (29.4%), “pressure to 
achieve” was a concern for 32 (20.9%), and “managing expectations o f self/others” were 
a concern to 60 (39.2%).
In Set F, describing concerns with regard to the fear o f failure, 3 participants 
(2.0%) chose not to respond to any items. O f the 150 participants who did respond, 38 
(24.8%) cited that they had not experienced any o f the concerns listed in that category; 
103 (67.3%) reported that they were concerned about fear of failing at what they did, 3 
(2.0%) reported that fear of doing too well was a concern, and 6 (3.9%) were concerned 
that more would be asked of them.
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Frequency o f  Visits
To answer the question: “How frequently do gifted and talented adolescents 
utilize their school counselors for help on these concerns?” frequencies and descriptive 
statistics were calculated on the responses to items 22 and 23. First, participants were 
asked to report the frequency with which they met with their high school counselor. O f 
the 153 participants, 7 (4.6%) reported “never” meeting with their school counselor; 78 
(51.0%), responded as meeting with their school counselor a “few” or 1 to 5 times; 50 
(32.7%) participants reported meeting with their school counselor “several” or 6 to 10 
times; and 18(11.8%) reported meeting with their counselor frequently or over ten times. 
The mean number o f visits was 2.52 (SD = .762), between a few and several times.
Second, participants were asked, after completing their responses to Sets A-F, the 
extent to which the asked for help from their school counselors on any of the concerns 
listed. Of the 153 responses, 5 (3.3%) participants reported that they did not have any of 
the concerns above; 64 (41.8%) participants reported that they never asked for any help 
on any of their concerns; 80 (52.3%) participants cited that they did ask for help on some 
of their concerns; and, 4 (2.6) participants reported that they asked their school counselor 
for help on all of the concerns they cited above.
Research Question Number Three: What aspects o f  the school counseling relationship 
are gifted students experiencing and what is the nature o f  the high school counseling 
relationship as described and experienced by gifted and talented students.
In order to answer the question: “What aspects o f the school counseling 
relationship are gifted students experiencing and what is the nature o f the high school 
counseling relationship as described and experienced by gifted and talented students?”
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frequencies and descriptive statistics were calculated on participant responses to items 9 
to 21 pertaining to the counseling relationship. Participants were asked to respond to the 
following three subsubsections of The Counseling Relationship by choosing the degree to 
which items applied to the nature o f the relationship at the time they last visited their 
school counselor’s office. Appendix P illustrates participant responses for the entire 
Counseling Relationship section.
The introduction to the first subsection read: “When you last left the school 
counselor’s office, to what extent did you feel that...?” Participants were asked to report 
the degree to which they felt their concerns were dismissed, their time was well spent, 
they were supported or encouraged, or they were misunderstood by choosing from 
frequency responses on a Likert type scale (1 = “not at all/did not apply”, 2 = “a bit”, 3 = 
“mostly”, 4 = “completely”). All participants responded to items 9 to 12.
Of the 153 responses, 77 (50.3%) of participants indicated their concerns were not 
dismissed at all or the item did not apply to them, 44 (28.8%) reported that their concerns 
were dismissed “a bit”, 22 (14.4%) reported that their concerns were “mostly” dismissed, 
and 10 (6.5%) reported that their concerns were dismissed completely (M = 1.77, SD = 
.928). In response to the item which asked participants to indicate the degree to which 
their time was well spent, 31 (20.3%) reported that they felt that their time was not at all 
well spent or that the item did not respond to them, 43 (28.1%) reported that their time 
was well spent “a bit”, 39 (25.5%) reported that their time was “mostly” well spent, and 
40 (26.1%) indicated that their time was completely well spent (M =  2.58, SD  = 1.086). 
When asked if they felt supported and encouraged in their last session, 25 (16.3%) 
participants indicated that they were not at all supported or encouraged or that the item
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did not apply to them, 30 (19.6%) indicated that they were supported and encouraged “a 
bit”, 42 (27.5%) reported that they were mostly supported and encouraged, and 56 
(36.6%) felt completely supported and encouraged (M = 2.84, SD = 1.095). Indicating the 
extent to which they felt misunderstood by their high school counselor in their last 
session, 81 (52.9%) felt they were not at all misunderstood or that the description did not 
apply to them or their experience, 54 (35.3%) indicated that they felt “a bit” 
misunderstood by their counselor, 11 (7.2%) reported that they were mostly 
misunderstood, and 7 (4.6%) felt that they were completely misunderstood.
In the second subquestion, containing items 13 to 16, participants were asked to 
respond read as follows: “To what extent do you believe your counselor...” Items 
included the extent to which empathy, genuineness, and active listening described the 
nature of the participant’s last visit to their high school counselor. An additional item, 
describing the extent to which participants believed their high school counselor implied 
something was wrong with them or their concerns was also included. Participants 
responded to each item via a Likert type scale as detailed above.
When asked if they felt that their counselor was empathic towards their concerns, 
18 (11.8%) reported that this did not apply to them; 40 (26.1%) replied that their 
counselor was “a bit” empathic, 54 (35.3%) reported that the counselor was mostly 
empathic, and 54 (34.0%) reported that their counselor was completely empathic. O f the 
153 participants who responded to the degree to which they believed that their counselor 
genuinely desired to understand them, 24 (15.7%) reported that this did not apply to 
them; 34 (22.2%) reported “a bit”, 43 (28.1%) replied that their counselor mostly desired 
to understand them, and 52 (34.0%) reported that they felt their counselor completely
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understood them. When asked if their counselor implied that something was wrong with 
either them, the participant, or with their concerns, 122 (79.7%) replied that this did not 
apply to them at all; 16 (10.5%) replied that this might have occurred “a bit”; 9 (5.9%) 
reported this was mostly true, and 6 (3.9%) reported they experienced this completely. Of 
the 153 respondents who indicated the extent to which they believed their counselor took 
time to truly listen, 25 (16.3%) reported that this did not apply; 33 (21.6%) reported this 
occurred “a bit”; 40 (26.1%) reported this mostly happened, and 55 (35.9%) indicated 
they experienced this in the counseling relationship completely.
The last subsection of the Counseling Relationship component of the GT-ASC II 
read as follows: “To what degree do you feel that the following were understood by your 
counselor...”. Items detailed various gifted characteristics and traits of gifted students as 
documented in the literature and which included love of learning, drive and motivation, 
need to understand, asynchrony and personal philosophy. Participants responded to each 
item via a Likert type scale as detailed above. Appendix P provides participant responses 
to all items in the Counseling Relationship in each subsection in detail.
When asked the degree to which they believed that their counselor understood the 
participants’ love of learning, 18 (11.8%) participants reported this did not apply to them; 
40 (26.1%) reported that their counselor understood this “a bit”, 49 (32.0%) reported that 
their counselor mostly understood this, and 46 (30.1%) reported their counselor 
understood their love o f learning completely. Thirteen (8.5%) participants reported that 
their counselors’ understanding of their drive and motivation to achieve did not apply to 
them or it occurred not at all; 36 (23.5%) reported that their counselors understood that “a 
bit”; 48 (31.4%) indicated that their counselors mostly understood their drive and
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motivation; and 47 (30.7%) reported that their counselors understood this completely. 
Participants were asked the degree to which they believed their counselors understood 
“that not all parts of myself work at the same level” or the extent of their understanding 
about asynchrony, 60 (39.2%) reported that this did not apply to them or that their 
counselor did not understand that all; 54 (35.3%) reported that their counselors 
understood this “a bit”; 22 (14.4%) indicated that their counselors mostly understood 
asynchrony; 16 (10.5%) reported that their counselors completely understood this; and 1 
(.7%) did not respond to that item. The last item of this subsection of the Counseling 
Relationship asked participants the extent to which they experienced their counselor’s 
understanding o f their personal philosophy of what they believed to be important in their 
life. Sixty-two (40.5%) replied that this did not apply to them; 37 (24.2%) reported that 
their counselor understood “a bit” ; 33 (21.6%) indicated their counselor mostly 
understood; and 21 (13.7%) participants felt their personal philosophy was understood 
completely.
Nature o f  the Counseling Sessions. Participants were last asked to indicate which 
of the following descriptors best described the nature of their school counseling sessions 
(Item 23): academic, career/college, personal/social or other. Frequencies calculated 
indicated that 107 (69.9%) participants reported that their sessions were academic in 
nature, 36 (23.5%) reported that their sessions were career/college oriented, 6 (3.9) 
indicated person/social oriented sessions, and 4 (2.6) reported that the nature o f their 
sessions was something other than the other three descriptors.
Research Question Number Four: To what extent do the counseling best practices o f  
personal and interpersonal skills, self-awareness and knowledge, and excellence and
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perfection, as cited in the literature, characterize the school counseling experience 
according to the gifted and talented adolescent?
Personal and Interpersonal Skills. In order to answer the first part o f the research 
question “to what extent do issues of personal and interpersonal skills, self-awareness and 
knowledge, and excellence and perfection characterize the school counseling experience 
according to the gifted and talented adolescent?” frequencies and descriptive statistics 
were compiled on thirteen items which asked participants to respond to the degree to 
which a skill or topic relating to personal and interpersonal skills occurred during their 
experience with their high school counselor. Examples o f skills and topics pertaining to 
personal and interpersonal skills included problem-solving, setting boundaries, 
communication, dealing with hostility, finishing projects, positive self-talk, perspective 
taking, use o f humor. Participants were asked to indicate the extent to which those topics 
occurred by choosing from responses on a Likert type scale (1 = “never”, 2 = “a bit”, 3 = 
“frequently”, 4 = “almost always”). Appendix Q provides frequency and descriptive 
statistics for participant responses to items 24 to 36 describing personal and interpersonal 
skills as a part of the school counseling experience.
The majority o f participant responses indicated that these personal and 
interpersonal skills did not occur in their experiences with high school counseling. Over 
one hundred participants indicated that the level o f frequency o f occurrence of the 
following personal and interpersonal skills was “never”: problem-solving skills (123), 
setting appropriate interpersonal boundaries (134), communicating with others (123), 
dealing with hostility from others (140), finishing projects begun (125), positive self-talk 
(120), visualization of worst/best case scenarios (107), taking another person’s
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Gifted and Talented 183
perspective (118), using humor to defuse conflict (138), coping and relieving stress (110), 
and identifying things that were in or out of the participant’s control (110). Two items, 
“leadership” and “sustaining motivation” were ranked slightly more in their level of 
occurrence in the school counseling experience. Seventy-eight (51.0%) participants 
reported that they never experienced issues of leadership; forty (26.1%) reported that this 
came up “a bit”; twenty-four (15.7%) indicated that leadership came up frequently; and 
11 (7.2%) reported that topics concerning leadership were experienced “almost always”. 
When asked to determine the level of frequency with which “sustaining motivation” 
occurred; 97 (63.4%) reported that never occurred; 31 (20.3%) reported that it occurred 
“a bit” ; 13 (8.5%) reported that the topic was experienced “almost always”; and 1 (.7%) 
participant did not respond to the item.
Self-Knowledge/Awareness. In order to answer the second part of the research 
question regarding the extent to which “self-awareness and knowledge” was discussed in 
their high school counseling experience, participants were asked to indicate the frequency 
(1 = “never”, 2 = “a bit”, 3 = “frequently”, 4 = “almost always”) with which certain 
topics or areas arose with their high school counselor. Frequencies and descriptive 
statistics were compiled on fifteen items. Appendix R provides frequency and descriptive 
statistics for participant responses to items 37 to 51 describing self-knowledge and 
awareness skills as a part of the school counseling experience.
Over 100 participants reported that twelve o f the fifteen items pertaining to self- 
knowledge and awareness were never discussed with them in counseling. These items, to 
which the majority o f participants reported never occurred in their experiences with 
counseling, included the following: “how inner conflict is sometimes a part o f growth”
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(136, 88.9%), “how mistakes are learning experiences” (120, 78.5%), “how people 
change and develop” (130, 85.0%), “the give and take of healthy relationships” (142, 
92.8%), “viewing myself and events with a sense of humor” (138, 90.2%), “acceptance of 
myself (both strengths and limitations)” (111, 72.5%), “acceptance o f others (both 
strengths and limitations)” (124, 81.0%), “the difference between “the pursuit of 
excellence” and the “pursuit o f perfection” (115, 75.3%), “how other people perceive 
me” (137, 89.5%), “fitting in” (141, 92.2%), “how I feel about m yself’ (122, 79.7%), 
“what it is like to be different” (140, 91.5%).
Three exceptions occurred with the items “my different learning styles and 
preferences”, “personal options and choices”, and “my strengths and talents”. When 
asked to what extent their learning styles and preferences were discussed or experienced 
in counseling, 76 (49.7%) participants reported “never”, 48 (31.4%) participants reported 
“a bit”, 20 (13.1%) participants reported “frequently”, and 24 (15.7%) participants 
reported that this “almost always” was experienced. Forty (26.1%) participants responded 
that personal options and choices were never experienced in counseling, while 38 
(24.8%) indicated that this occurred “a bit”, 51 (33.3%) reported that it occurred 
frequently, and 24 (15.7%) reported that was experienced “almost always”. When asked 
about the degree to which strengths and talents were brought up in the high school 
counseling experience, 47 (30.7%) respondents indicated that it never occurred, 40 
(26.1%) reported that it occurred “a bit”, 41 (26.8%) reported that it occurred frequently, 
and 25 (16.3%) reported that the topic o f strengths and talents was experienced “almost 
always.”
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Pursuit o f  Excellence. In order to answer the third part of the research question 
regarding the extent to which “excellence and perfection” was discussed in their high 
school counseling experience, participants were asked to indicate the frequency (1 = 
“never”, 2 = “a bit”, 3 = “frequently”, 4 = “almost always”) with which these topics were 
experienced by participants in their high school counseling sessions. Frequencies and 
descriptive statistics were compiled on fifteen items. Appendix S provides frequency and 
descriptive statistics for participant responses to items 52 to 64 describing pursuit of 
excellence as a part of the school counseling experience.
Over 100 participants reported that nine of the thirteen items in the Pursuit o f 
Excellence section never occurred in their experiences with school counseling. The nine 
items included the following: “my school’s definition of “gifted” and/or “talented” (109, 
71.2%); “what it is like to be a person with a gift or talent” (114, 74.5%); “my 
desire/need for perfection” (110, 71.9%); “pressure to hide my gifts or talents from 
others” (147, 96.1%); “loneliness/isolation” (145, 94.8%); “anxiety” (116, 75.8%); 
“pressure to achieve” (100, 65.4%), “issues of justice and fairness” (125, 81.7%), 
“frustration” (112, 73.2%).
O f the thirteen items in the Pursuit o f  Excellence subsection, there were four in 
which less than 100 participants reported that a certain topic or event never happened to 
them. These include: “ability to produce a high level o f work”, “my contribution to 
society”, “expectations I have for m yself’, and “expectations others have of me”. When 
asked to what extent the topic o f the participants’ “ability to produce a high level o f work 
(creative, scientific, etc.)” was discussed or experienced in counseling, 88 (57.5%) 
participants responded that it was never discussed; 34 (22.2%) indicated that it came up
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“a bit” ; 17 (11.1%) respondents reported that it came up frequently, 10 (6.5%) reported 
that the topic was experienced “almost always”; and 4 (2.6%) chose not to respond to the 
item. Ninety-six (62.7%) participants reported that the topic of “my contribution to 
society” was never discussed, while 41 (26.8%) reported that it came up somewhat 
during their counseling experiences; 11 (7.2%) indicated that the topic came up 
frequently; 2 (1.2%) reported it came up almost always while 3 (2.0%) participants chose 
not to respond to the item. Concerning expectations participants had of themselves; 65 
(42.5%) reported that the topic never came up in their experience; 34 (22.2%) indicated 
that the topic somewhat occurred in their school counseling experience; 28 (18.3%)
reported that the topic was experienced frequently; 23 (15.0%) indicated that it almost
/
always occurred, while 3 (3.0%) participants chose not to answer the question. With 
regard to the item “expectations other have of me”, 95 (62.1%) participants reported that 
the topic was never experienced by them; 31 (20.3%) participants reported that the topic 
was experienced “a bit” ; 15 (9.8%) reported that the topic was experienced frequently, 
while 8 (5.2%) indicated that the topic was almost always experienced by them in school 
counseling.
Research Question Number Five: What school counseling services or interventions do 
gifted and talented adolescents perceive as beneficial to them and students like 
themselves?
To answer the research question: “What school counseling services or 
interventions do gifted and talented adolescents perceive as beneficial to them and 
students like themselves?” frequency statistics were calculated to determine number o f
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counseling services participants would have liked to have seen offered by their high 
school counseling program.
First, participants were asked to choose two out of six possible program offerings 
related to academic development that they believed would be helpful to them if provided 
by their high schools. Possible offerings included the following: meeting other students 
with similar interests, making flexible academic blueprints, biblio/cinematherapy, 
meeting adults with similar talents, discussing the structure and challenge o f classes, and 
help with time management and organization. Of the six possible offerings, 90 (58.8%) 
participants responded that meeting adults who had careers in similar fields of talent or 
interest would be beneficial; 31 (20.3%) participants indicated that they felt meeting 
other students with similar interests would be helpful; 41 (26.8%) participants reported 
that they felt discussing class structure and challenge would be helpful; 73 (47.7%) 
participants chose making academic blueprints or flexible outlines as a helpful program 
offering; 23 (15.0%) participants felt that discussing movies or books which are of 
importance to them would be helpful; and 29 (19.0%) participants indicated that help 
with time management or organization would be helpful.
A second subquestion asked participants to indicate which three program options 
would help them the most when considering a potential career path if  their high school 
would offer them. Program options included the following services: shadowing 
professionals, exploring life themes, opportunities for community or volunteer service, 
apprenticeships, parental education, part time employment, having a mentor in their field 
of talent, help with making difficulty decisions towards careers, and designing a career 
path. Of thel53 participants, 99 (64.7%) indicated that apprenticeships would be helpful;
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38 (24.8%) responded that exploring life themes would be beneficial; 13 (8.5%) indicated 
that opportunities for parental education about career fields would be helpful; 59 (38.6%) 
responded that shadowing professionals who work in fields o f the student’s talent or 
interest would be helpful; 69 (45.1%) chose mentoring as a helpful program option, 56 
(36.6%) believed that help with making difficult decisions would be helpful; 44 (28.8%) 
felt that designing a career path with their talents, interest and goals in mind would be 
helpful; 31 (20.3%) responded that opportunities for community or volunteer service 
would be beneficial; and 40 (26.1) indicated that part time employment or work/study 
opportunities would be helpful program options. TABLE 3 illustrates the ranking of 
participant choices.
Table 3*
Participant Choices for Academic and Career Counseling Program Options
by Number of Participants
Program Component: Academic N
Meeting adults with careers in my field of interest or talent 90
Making a flexible outline or blueprint of a course o f study best tailored to 
my needs and interests
73
Discussing the way classes are structured and their level o f challenge 41
Meeting other students with the same interests and talents as myself 31
Help with time management, organization, and prioritization 29
Discussing movies or books which are o f importance to me 23
Program Component: Career N
1 Table 3 is continued on the next page
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Working as an apprentice or intern at a place which emphasizes my 
talents or interests
99
Having a mentor in my field of talent or interest that I can talk to on a 
consistent basis
69
Shadowing a professional who is working in the field I want to work in 59
Help with making difficult decisions about what paths I can take towards 
a career
56
Designing a career path which includes timelines, my interests and 
talents, and future goals
44
Part time employment or work/study opportunities 40
Exploring life themes and discussing issues that might be important when 
I choose a career
38
Opportunities for community service and/or volunteer work 31
Opportunities for my parents to learn about fields and opportunities that I 
am interested in so I can talk to them about it
13
Factor Analyses
In order to further answer the research question: “To what extent do issues of 
personal and interpersonal skills, self-awareness and knowledge, and excellence and 
perfection characterize the school counseling experience according to the gifted and 
talented adolescent?” an exploratory factor analysis was computed on the fifty-four 
Likert-scale items from the GT-ASC II.
A factor analysis was conducted to determine if  items in The Counseling 
Relationship, Personal and Interpersonal Skills, Self-knowledge and Awareness, and The 
Pursuit o f  Excellence subscales could be reduced to primary components. A principal
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component analysis with a varimax rotation was used to try to force the items into a 
simple structure.
The first analysis rotated in 19 iterations to simple structure and yielded eleven 
factors accounting for 71.6% of the variance. In this first analysis, four items did not load 
on any of the eleven factors; these included the following items: (from Self-knowledge 
and Awareness) Item 50: What it is like to be different, (from The Pursuit o f  Excellence) 
Item 58: Pressure to achieve, Item 59: Issues o f fairness and justice, Item 63:
Expectations other have o f me. These items were eliminated for the next analysis. The 
second analysis also yielded eleven factors in 10 iterations, and the following items 
double loaded on multiple factors: (from The Counseling Relationship) Item 12: You 
were misunderstood, (from Personal and Interpersonal Skills) Item 32: Taking another 
person’s perspective, Item 34: How to relieve and cope with stress, Item 35: Identifying 
things that are in or out of my control, (from The Pursuit o f  Excellence) Item 64: 
Frustration. These items were eliminated for the next analysis.
The best solution derived from the third factor analysis. This solution included an 
original ten factors with simple structure resolving in eleven iterations, accounting for 
71.9% of the variance. However, because Factor Nine held only one item, the researcher 
chose to not include it in the optimal solution. Thus the optimal solution o f the structure 
o f the survey was nine factors accounting for 69.7% o f the variance. Appendix T 
illustrates the final factor solution with the original ten factors. Table 4 below displays 
the variance accounted for in the nine factor solution.
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Table 4
Total Variance Explained by a Nine Factor Solution of Items in the GT-ASC II
Extraction Sums o Squared Loadings
Component Total % of Variance Cumulative %
1 14.462 32.137 32.137
2 5.763 12.906 44.943
3 2.608 5.796 50.789
4 1.787 3.970 54.709
5 1.646 3.657 58.366
6 1.546 3.435 61.801
7 1.331 2.959 64.760
8 1.557 2.572 67.331
9 1.055 2.345 69.676
Each factor was analyzed to determine what content the items had in common.
The nine factors were named the following in the best attempt to capture the essence of 
each factor: “The Counseling Relationship”, “Self-Growth and Development”, “Self 
Skills, Self in Relationship to Others”, “Optimal Growth/Learning Environment”, “Future 
Contributions”, “Perfectionism”, “Understanding Giftedness”, “Negative Aspects of 
Counseling”. Of the original four factors from the Pilot, items split in several different 
groupings. The most intact factor was that of The Counseling Relationship in which the 
items remained grouped with the exception of two, which formed their own factor, 
Negative Aspects o f  Counseling. Items in the Personal and Interpersonal Skills and Self- 
knowledge and Awareness were redistributed across the other eight factors, while The 
Pursuit o f  Excellence items were grouped into Perfection, Future Contributions and 
Understanding Giftedness factors. Table 5 provides an overview o f the factors and the 
items included in the factors.
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Table 5§
Items Grouped by Factor and Logical Relationship
FACTOR 1: The Counseling Relationship
Item 10: Your time was well spent
Item 11: You were supported and encouraged
Item 13: (The counselor) was empathic towards your concerns
Item 14: (The counselor) genuinely desired to understand you
Item 16: (The counselor) took time to truly listen
Item 17: My love o f learning (was understood in counseling)
Item 18: My motivation to achieve (was understood in counseling)
Item 19: My desire to understand things (was understood in counseling)
Item 20: That not all parts o f m yself work at the same level (was understood in counseling) 
Item 21: My personal philosophy (was understood in counseling)
Item 51: My strengths and talents (degree)
FACTOR 2: Self Growth and Development
Item 33: Using humor to defuse conflict
Item 37: How inner conflict is sometimes a part o f growth
Item 38: How mistakes are learning experiences
Item 41: How people change and develop
Item 42: The give and take o f healthy relationships
Item 43: Viewing m yself and events with humor
Item 45: Acceptance o f  others
FACTOR 3: Self Skills
Item 24: Problem-solving skills
Item 30: Positive self-talk
Item 47: How other people perceive me
Item 48: Fitting in
Item 49: How I feel about myself
FACTOR 4: Self in Relationship to Others
Item 25: Setting appropriate interpersonal boundaries between m yself and others 
Item 26: Communicating with others 
Item 27: Dealing with hostility from others 
Item 56: Loneliness/isolation
FACTOR 5: Optimal Growth/Learning Environment
Item 31: Visualization o f worst and best case scenarios 
Item 39: My different learning styles and preferences 
Item 40: Personal options and choices__________________
§ Table 5 is continued on the next page
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Item 60: Ability to produce a high level o f  work
FACTOR 6: Future Contributions
Item 28: Finishing projects that I began
Item 29: Leadership
Item 61: My contribution to society
FACTOR 7: Perfectionism
Item 46: The difference between the “pursuit o f  excellence” and the “pursuit o f perfection”
Item 54: My desire/need for perfection
FACTOR 8: Understanding Giftedness
Item 52: My school’s definition o f “gifted” and/or “talented”
Item 53: What it is like to be a person with a gift or a talent
FACTOR 9: Negative Aspects of Counseling
Item 9: your concerns were dismissed
Item 15: told me/implied I was worried about nothing_________________________________________
Multivariate Analyses 
In order to answer the last research question: “Are there differences in what types 
of experiences gifted and talented adolescents have based on demographic variables such 
as sex, region, race or the area for which they were identified as gifted?” multivariate 
analyses of variance (MANOVA) were used in order to determine how groups (ex: sex) 
differ on several outcome measures (factor scores) (Gall, Gall & Borg, 2003). Prior to 
analysis, factor scores for each of the nine factors identified above were computed and 
used as dependent variable data. Because items were grouped together into factors via 
inter-item correlations, the MANOVA was an appropriate analysis since the analysis 
takes these correlations between dependent measures into consideration (Weinfurt, 1995). 
The researcher also desired to control the probability o f making a Type I error across 
multiple analyses. However, for the purposes o f this study, all the independent variables
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(sex, race, region of Virginia, and talent domain area) were not analyzed together due to 
the small sample sizes in each area. Hence, each demographic variable was analyzed 
separately to determine if there were differences between groups.
Sex
The multivariate analysis of variance for Sex (2) did not reveal a significant 
multivariate main effect for the nine factor scores.
Table 6
2 (Sex) by 9 (Factor Score) MANOVA
Effect
Sex
Value F Hypothesis df Error df Sig.
Pillai's Trace .053 .852 9.000 136.000 .570
Wilks' Lambda .947 .852 9.000 136.000 .570
Hotelling's Trace .056 .852 9.000 136.000 .570
Roy's Largest Root .056 .852 9.000 136.000 .570
Region o f Virginia
The multivariate analysis of variance for Region (8) revealed a significant 
multivariate main effect for the nine factor scores [Roy’s Largest Root = .185, T  (9, 136) 
= 2.822,p  = .004], However, only one of the four tests indicated a significant main effect 
Table 7






Pillai's Trace .401 .925 63.000 959.000 .642
Wilks' Lambda .653 .927 63.000 743.907 .638
Hotelling's Trace .452 .928 63.000 905.000 .635
Roy's Largest 
Root
.185 2.822 9.000 137.000 .004
for Region, Roy’s Largest Root. The researcher recognized that there may not be a true 
significant main effect due to the very small numbers in some regional samples; however,
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a follow-up Analysis of Variance (ANOVA) was computed to determine whether or not 
the effect existed. Table 8 illustrates the findings of the ANOVAs which did not yield a 
statistically significant difference between factor scores based on the region of Virginia 
from which participants came.
Table 8

















Factor Score 1 5.749 7 .821 140.521 139 1.009 .814 .577
Factor Score 2 9.897 7 1.414 136.103 139 .979 1.444 .193
Factor Score 3 2.950 7 .421 143.050 139 1.029 .410 .895
Factor Score 4 6.819 7 .974 139.181 139 1.001 .973 .453
Factor Score 5 7.806 7 1.115 138.194 139 .994 1.122 .353
Factor Score 6 4.110 7 .587 141.890 139 1.021 .575 .775
Factor Score 7 6.143 7 .878 139.857 139 1.006 .872 .530
Factor Score 8 9.597 7 1.371 136.103 139 .981 1.397 .211
Factor Score 9 5.490 7 .784 140.510 139 1.011 .776 .609
Race
The multivariate analysis of variance for Race (7) revealed a significant
multivariate main effect for the nine factor scores [Pillai’s Trace = .521, F  (54, 822) = 
.1.447,/? = .022; Wilk’s Lambda = .567, F (54. 677) = 1.476 , p =  .017; Hotelling’s Trace 
= .620, F  (54, 782) = 1.497,/? = .014; Roy’s Largest Root = .292, F  (9, 137) = 4.449, p  = 
.000],
Table 9
7 (Race) by 9 (Factor Score) MANOVA
Effect
Race
Value F Hypothesis df Error df Sig.
Pillai's Trace .521 1.447 54.000 822.000 .022
Wilks' Lambda .567 1.476 54.000 677.665 .017
Hotelling's Trace .620 1.497 54.00 782.000 .014
Roy's Largest Root .292 4.449 9.000 137.000 .000
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The subsequent ANOVAs revealed a statistically significant difference for scores 
on Factor 2 [^ (6 , 140) = 2.577, p  = .021] and Factor 9 [F (6,140) = 2.417,p  = .030]. 
Table 10



















Factor Score 1 3.090 6 .515 142.910 140 1.021 .505 .804
Factor Score 2 14.519 6 2.420 131.481 140 .939 2.577 .021
Factor Score 3 9.274 6 1.546 136.726 140 .977 1.583 .156
Factor Score 4 5.732 6 .955 140.268 140 1.002 .945 .459
Factor Score 5 9.718 6 1.620 136.828 140 .973 1.664 .134
Factor Score 6 6.665 6 1.111 139.995 140 .995 1.116 .356
Factor Score 7 10.494 6 1.749 135.506 140 .968 1.807 .102
Factor Score 8 2.854 6 .476 143.146 140 1.022 .465 .833
Factor Score 9 13.701 6 2.284 132.299 140 .945 2.417 .030
A Games-Howell post-hoc analysis was then computed. This analysis was 
preferable because it protected against unequal variances and disproportionate sample 
sizes. The Games-Howell post-hoc analysis indicated that there were significant 
differences between White and American Indian/Alaskan Native participants on Factor 2 
and Factor 9. There was an additional significant difference between American 
Indian/Alaskan Native and participants who indicated their race as “Other” on Factor 9. 
There were no significant differences detected between any group on Factor 8.
Table 11**
Games-Howell Post-hoc Analysis for Scores on Factor 2
Analysis Race Mean Std. Error Sig.
Games-Howell Difference
Factor 2
** Table 11 is continued on the next page
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White -.7606262 .10825254 .000
American Indian/Alaskan 
Native
Other -1.7767826 .40083035 .036
However, given the nature o f participant demographics, there were few numbers 
of participants in any other racial group than White. Small numbers in sample sizes other 
than White created problems with standard deviations. For example, with comparisons 
between African American participants and White participants, mean differences were 
large but standard deviations of African American scores on Factor 2 masked 
comparisons.
Table 13
Number o f Participants by Race
White/Caucasian 115 American Indian/Alaskan Native 2
Hispanic/Latino 9 Asian/Pacific Islander 12
African American 3 Other 7
Not reported 5
Table 14 tf
Means and Standard Deviations on Factor 2 by Race
^ Table 14 is continued on the next page
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Race Number Mean Standard Deviation
White/Caucasian 115 .00197 .9387




Hispanic Latino 9 -.3158 .700
Asian/Pacific Islander 12 -.2283 .7698
The researcher concluded that the number of participants in groups other than 
White, such as two in the case of the American Indian/Alaskan Native group, were not 
enough upon which to base generalizations of differences in Factor Scores based on race. 
Hence, a second MANOVA was performed with groups who were not identified as 
White forming one group. The factor scores of this new group entitled “newrace” were 
then compared with participant scores from the group identified as White. The second 
multivariate analysis of variance did not reveal any significant differences between these 
two groups.
Table 15
2 (NewRace) by 9 (Factor Score) MANOVA
Effect
NewRace
Value F Hypothesis df Error df Sig.
Pillai's Trace .119 .964 18.000 247.00 .502
Wilks' Lambda .884 .961 18.000 272.00 .506
Hotelling's Trace .128 .958 18.000 270.000 .509
Roy's Largest 
Root
.088 1.341 9.000 137.000 .221
Program Area
The multivariate analysis of variance for Program Area (5) revealed a significant 
multivariate main effect for the nine factor scores [Roy’s Largest Root = .183, F (9, 137) 
= .2.780, p = .005].
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Table 16
5 (Program Area) by 9 (Factor Score) MANOVA
Effect Value F Hypothesis
df
E rro r df Sig.
Pillai's Trace .304 1.251 36.000 548.000 .153
W ilks' Lam bda .723 1.264 36.000 503.897 .144
Hotelling's Trace .346 1.274 36.000 530.000 .136
Roy's Largest Root .183 2.780 9.000 137.000 .005
Subsequent Analysis of Variances revealed that there were differences on Factor 
2 [F (4,142) = 2.609, p = .038], Factor 8 [F (4, 142) = 2.849, p = .026] and Factor 9 [F (4, 
142) = 2.630, p = .037].
Table 17

















Factor Score 1 4.164 4 1.041 141.836 142 .999 1.042 .388
Factor Score 2 9.995 4 2.499 136.005 142 .958 2.609 .038
Factor Score 3 1.939 4 .485 144.061 142 1.015 .478 .752
Factor Score 4 2.910 4 .727 143.090 142 1.008 .722 .578
Factor Score 5 1.396 4 .349 144.604 142 1.018 .343 .849
Factor Score 6 1.928 4 .482 144.072 142 1.015 .475 .754
Factor Score 7 1.110 4 .278 144.890 142 1.020 .272 .896
Factor Score 8 10.848 4 2.712 135.152 142 .952 2.849 .026
Factor Score 9 10.071 4 2.518 135.929 142 .957 2.630 .037
A Games-Howell post hoc analysis indicated significant differences on Factor 2 
scores between participants in Dance and Humanities. There were no significant 
differences detected between any group for Factors 8 and 9.
Table 18w
Games-Howell Post-hoc Analysis for Factor 2 Scores
Table 18 is continued on the next page
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Dance Humanities -.4716043 .15393474 .028
Subsequent analyses of variances did not reveal significant differences between 
participants in Humanities and Dance on individual items within Factor 2.
Table 19§§





33: Using humor to Between
defuse conflict Groups 2.442 4 .610 1.916 .111
Within 47.140 148 .319Groups
Total 49.582 152
37: How inner Between
conflict is Groups 1.607 4 .402 1.717 .149sometimes a part of
growth
Within
Groups 34.629 148 .234
Total 36.235 152
38: Mistakes as Between
learning Groups 2.293 4 .573 1.030 .394
experiences
Within 82.347 148 .556Groups
Total
84.641 152
41: How people Betweenr r
change and develop Groups 2.039 4 .510 1.325 .263
Within 56.954 148 .385Groups
Total 58.993 152
Table 19 continues on the next page
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42: The give and Between
take of healthy Groups .475 4 .119 .496 .739
relationships
Within
Groups 35.408 148 .239
Total 35.882 152
43: Viewing myself Between
and events with Groups 1.342 4 .335 1.139 .340
humor
Within
Groups 43.573 148 .294
Total 44.915 152
45: Acceptance of 
others
Between
Groups 1.170 4 .292 .562 .691
Within
Groups 77.000 148 .520
Total 78.170 152
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CHAPTER FIVE 
Discussion, Conclusions, and Implications 
Introduction
A review of current literature and research has suggested that gifted students 
encounter developmental challenges typical of all students but also encounter unique 
stressors due to their giftedness (Robinson, 2002a; Keiley, 2002). The cognitive and 
affective traits of the gifted student including asynchrony, increased cognitive 
complexity, rapid learning rate, imagination, goal-driven behavior, intensity, sensitivity, 
insight, a need for precision, and early moral concern among others, may provide an 
additional challenge to these students as they progress in their development of raw gifts 
into performance and production of talent (Lovecky, 1986; Silverman, 1993a, 1993b).
Robinson (2002a) suggested that social and emotional challenges facing the gifted 
student would stem from one o f three areas: asynchronous development, affective 
regulation based on the typical traits o f gifted students as described above, or being a 
member of a special needs group within the gifted population such as twice-exceptional 
students. Several of these stressors, challenges, or “predictable crises” have been 
suggested in the literature as those challenges which gifted students will most likely 
encounter during the development of their talent (Blackburn & Erickson, 1986). These 
“predictable crises” include issues o f underachievement, multipotentiality, identity 
concerns, social acceptance, perfectionism, and fear o f failure (Blackburn & Erickson, 
1986). Other concerns are directly tied to the concept o f “giftedness” including the gifted 
students’ understanding of giftedness and how the label impacts their educational
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opportunities and other people’s perception of them as gifted students (Silverman, 1993c; 
Cross, 2004).
Adolescence has been targeted as a critical period in the development of gifted 
students. With adolescence comes the onset of struggles with identity, the balancing of 
expectations of self and of others, decision-making which can impact future plans such as 
careers and college choice, achievement, the individuation from parents and acceptance 
into social groups, and exploration and ownership of talent (Clark, 1997; Schultz & 
Delisle, 2003). Adolescence is also a delicate juncture in the talent development process. 
As raw gifts are practiced, honed, and nurtured into talent domains, gifted students are 
impacted by a variety of influences including their own personalities, their community, 
families of origin, social mores and educational environments (Gagne, 2003). For gifted 
students, adolescence is a time of questioning and making sense of their gifts, exploring 
how those gifts will be translated into product and performance as well as what those 
products will look like in the future in their quest for a meaningful and authentic life.
The concept of counseling has been suggested from some of the earliest literature 
in gifted education as a means of meeting not only the personal and social needs o f the 
gifted student, but to also facilitate their academic achievement, and career path choices 
(Blackburn & Erickson, 1986). Counseling can be seen as an protective and facilitative 
factor in the learning, training and practicing of gift students’ talent and a means of 
helping the gifted student cope with the multiple influences on the translation o f their 
gifts into product and performance in the talent development process. The counseling 
process is one way of supporting gifted individuals through the “predictable crises” 
which might be encountered during this process.
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Several modes of counseling have been available to the gifted student in the past 
including family and community counseling, and counseling in private practice or centers 
for gifted education (Colangelo & Davis, 2003; Myers, & Pace, 1986; Moon & Thomas, 
2003). Teachers of the gifted have also provided counseling and other services as a result 
o f their direct contact with the gifted student in the institution of the school (VanTassel- 
Baska, 1998).
The talent development process occurs across multiple arenas (Gagne, 2003), and 
for gifted students between the ages o f roughly five to eighteen who spend a great deal of 
time in the schools, it is in this institution, among other arenas, where the gifted students’ 
signature strengths and assets are identified and nurtured as their education unfolds 
(Seligman, 2002). It is in the school as well in which gifted students begin to practice and 
refine their multiple talents and to conceptualize what a full and meaningful life might be. 
Schools can either provide a climate which values and nurtures signature strengths, or 
they can provide an environment which is hostile and in which the signature strengths 
may not flourish. One factor that can influence not only the school climate but the talent 
development process of gifted students is the school counselor.
School counselors are in the unique position to be the “wise friend” to the gifted 
student, as a mentor, a counselor, cheerleader, and advocate for the needs of the gifted 
population in the schools. Due to their broad training in child development, individual 
counseling including academic and career exploration, advocacy and program 
development, school counselors can be an integral part o f the identification of talent, can 
provide guidance in the choice o f academic pursuits, and can help in the exploration of 
future career choices and decision-making. These “wise friends” can facilitate the process
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by which gifted students explore what a meaningful life is and how they can apply their 
signature strengths to this end. In this way, school counselors fulfill the original mission 
o f making lives more productive and fulfilling by capitalizing on the students’ unique 
talents and abilities, and building the necessary buffers and resiliencies which will help 
gifted students cope with future “predictable crises” (Seligman, 2002).
Historically, several models have been suggested as methods through which 
school counselors can deliver services to all students, including gifted students (Baker, 
2000) At the present time, the American School Counseling Association (ASCA, 2002) 
has advocated for the use o f its model which emphasizes the role o f the school counselor 
not just as a supplier o f services, but as a leader, an advocate, and consumer and applier 
o f data in order to justify how their presence in the school has made a difference to all 
students. This model highlights the school counselors’ ability to advocate and serve the 
gifted student.
Specific services and best practices for counseling the gifted student within the 
institution o f the school have been suggested in the literature over the years (Silverman, 
1993c). However, there has been a considerable lack of outcome to support the degree of 
effectiveness of these programs and practices when applied to counseling the gifted 
students in the schools (Reis & Moon, 2002). In addition, little research has been done on 
investigating what adolescents, as stakeholders in the counseling relationship, experience 
in counseling. Hence, current school counselors and those educators in counselor 
preparation programs have little information with which to arm themselves if they are to 
effectively meet the needs o f gifted students in their schools, help them develop their 
gifts and talents, and facilitate their discovery and ownership o f a meaningful life. Thus,
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the purpose o f this study was to answer the question: “What do gifted and talented 
adolescents experience in school counseling?” Additional research questions included:
1. Which if any, of the “predictable crises” which are said to occur during the adolescent
developmental period are actually happening according to the gifted and talented 
adolescent?
2. How frequently do gifted and talented adolescents utilize their school counselors for
help on these concerns?
3. What aspects of the school counseling relationship are gifted students experiencing,
and what is the nature of the high school counseling relationship as described and 
experienced by gifted and talented students?
4. To what extent do issues of personal and interpersonal skills, self-awareness and
knowledge, and excellence and perfection characterize the school counseling 
experience according to the gifted and talented adolescent?
5. What school counseling services or interventions do gifted and talented adolescents
perceive as beneficial to them and students like themselves?
6. Are there differences in what types of experiences gifted and talented adolescents have
based on demographic variables such as sex, region, race or the area for which 
they are identified as gifted?
To answer the questions above, an online survey was administered to a pool of 
400 potential adolescent participants who were determined to be gifted and talented by 
Virginia state definitions and who were attending the summer residential program for the 
Governor’s School for the Visual and Performing Arts and Humanities in month of July 
2005. Of the 400, 153 gifted and talented high school students obtained parental
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permission and completed the Gifted and Talented Adolescents’ Experiences in School 
Counseling (GT-ASC II) instrument which had previously been piloted by students at 
The College of William & Mary in the spring 2005. In order to answer the research 
questions stated above, participant responses were analyzed using descriptive statistics, 
frequency counts, factor analyses and multivariate analyses of variance. Results were 
reported in Chapter Four.
What will follow is an explication of the results found from the survey data 
concerning the areas of “predictable crises” and findings from the descriptive statistics. 
Subsequently, conclusions from the final nine factor solution of items in the GT-ASC II 
will be provided as well as implications for current school counseling practitioners and 
counselor education programs. Lastly, the limitations, potential contributions, and future 
areas o f research based on the findings of the current study will be discussed.
Discussion
Predictable Crises
In 1986 Blackburn and Erickson wrote that gifted and talented students would 
most likely encounter challenges during their development pertaining to their giftedness. 
These challenges included developmental immaturity, underachievement, female fear o f 
success, multipotentiality, and experiences with non-success. In the same volume to 
which Blackburn and Erickson contributed, other authors (Colangelo & Fleurida, 1986; 
Peronne, 1986; Delisle, 1986) suggested that students would also encounter the following 
concerns: self-concept, societal expectations, asynchronous development, the need to 
achieve, locus of control, identification of talent, finding educational provision for the 
talent, and making future career decisions. Other areas in which gifted students might
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struggle included social and self-management behaviors such as understanding and 
communicating with others, group processing, conflict reduction, and relaxation skills 
(Betts, 1986). Silverman (1993) included in her list o f developmental issues: confusion 
about the meaning o f giftedness, lack of understanding of others, fear o f failure, 
perfectionism, and existential depression. Given what challenges and concerns the 
literature has stated might occur with gifted students, little attention has been given as to 
whether or not gifted students perceive these areas as potential or predictable “crises” 
themselves.
In order to answer the research question: “Which if any, of the ‘predictable crises’ 
which are said to occur during the adolescent developmental period are actually 
happening according to the gifted and talented adolescent?”, student participants were 
asked to determine which, o f a set o f six concerns, they had encountered thus far in their 
high school career. For participant responses in each of the six categories, frequency and 
descriptive statistics were calculated.
In general, findings indicated that the majority o f participants did not have 
concerns regarding underachievement, identity or social acceptance. Almost half of the 
participants reported that they were concerned about choosing the “right” college or 
career path. Over one hundred participants indicated that they feared failing at what they 
did while concerns regarding perfectionism varied.
Underachievement. The first set o f concerns was labeled “Underachievement” 
and included possible experiences with wanting to drop out o f school, not wanting to 
appear “too smart”, or questioning commitment to their studies as options from which 
participants could choose to best capture their experiences with underachievement.
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The majority o f participants did not report having any o f these concerns, although 
a few cited questioning their commitment to their studies and not wanting to appear “too 
smart” as concerns they had experienced. While Blackburn and Erickson (1986) 
postulated that underachievement should be considered a “predictable crisis” that 
counselors should anticipate, this hypothesis was not bom out by the findings o f this 
study. One reason would be the nature o f the participant pool. Participants were already 
considered achieving by the fact that participants were accepted in to a challenging and 
prestigious summer program based on several areas o f achievement including high school 
grade point average and superior writing skills (humanities), or demonstrated abilities in 
visual part via portfolios, and high performance rating for theater, dance and music. 
Hence, these participants would not have encountered concerns regarding 
underachievement.
Multipotentiality. Participants had great concerns when it came to future decisions 
about careers and colleges. Seventy-two participants reported that choosing the “right” 
career or college path was of concern to them, while forty-nine participants felt 
concerned about having too many options or choices, and an additional twenty-six 
participants indicated they were concerned that they did not know how to fit their talents 
with a career path or college.
These findings are surprising insofar that experiences with having an 
“overabundance” of options and choices based on talent and ability, or experiencing 
multipotentiality, have been documented as a frequent “predictable crisis” (Blackburn & 
Erickson, 1986; Colangelo, 2003; Greene, 2002; Rysiew, Shore & Leeb, 1999;
Silverman, 1993d) yet only forty-nine participants cited this as a concern.
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Gifted and Talented 210
What was a concern to participants was the first finding, regarding participants’ 
concerns with choosing the “right” college or career path. Given that most participants 
were sixteen years o f age and beginning to embark on the college/career search process, 
these concerns would have made sense. Participants’ age and experience level (high 
school juniors) are apropos of the developmental age for college and career decision­
making. The stress of making a decision such as a four-year college or a future job, 
fearing that wrong choices for themselves or including teachers and parents have been 
well-documented concerns in the literature (Kerr, 1991b; Rysiew, Shore & Leeb, 1999).
Participants’ definition of “right” was unknown; however, literature has suggested 
that gifted students typically consider self-expectations and obligations, parental 
expectations and values, societal expectations based on future production, and 
considerations of success as defined by potential earnings and social status when making 
decisions about careers and colleges (Colangelo, 2003; Greene, 2002; Silverman, 1993d). 
Gifted students may feel pressure to choose the appropriate career in order to fulfill these 
implicit expectations to not disappoint others (Greene, 2002), and make commitments in 
terms of future time, money and training to a path about which they may have serious 
reservations (Colangelo, 2003, p.377; Ryseiew, Shore & Leeb, 1999).
Twenty-six participants reported having experienced concerns insofar as fitting 
their talents with a specific career path or college. Two possibilities for this finding exist. 
First, participants might not have received the appropriate amount of information about 
colleges or potential career paths in which they can use their gifts and talents (Greene, 
2002; Silverman, 1993d). Second, adults in participants’ lives might have assumed that 
because the student is gifted he or she has the ability not only to track down the
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information but apply it to the decision-making process, yet many gifted students have 
not mastered the process itself (Greene, 2002; Colangelo, 2003).
Identity Concerns. The majority of participants in this category reported not 
having any concerns pertaining to identity. However, 38 did report that they had 
experienced concerns about balancing their talents with the typical concerns of being a 
teenager. This finding supports Buescher and Higham (1990) proposal that gifted 
students encounter challenges in adolescence including ownership o f talent, dissonance 
between self-expectation and performance, risk-taking, competing expectations, 
impatience, and premature identity. Participant responses in this category supported the 
idea that gifted adolescents are in fact wrestling with ownership of their talent in light of 
concerns in this developmental period.
Finding this “balance” was obviously not easy for these participants. Peterson 
(2003) and Schultz and Delisle (2003) note that gifted adolescents must contend with also 
balancing others’ expectations about the way they will use their talents. As adolescents 
learn to individuate from their parents, the acceptance of the peer group becomes of 
primary importance (Clark, 1997). However, this concern may be doubly hard for gifted 
adolescents who may encounter difficulties with finding peer groups which share their 
same abilities (Clark, 1997; Schultz & Delisle, 2003). While participants in this study did 
not indicate that fitting in was a primary concern for them, other people’s perceptions of 
them were.
Social Acceptance. While social acceptance was not postulated as one o f the 
“predictable crises” by Blackburn and Erickson in 1986, it has been cited in the literature 
frequently as a developmental challenge faced by gifted students who, due to their gifts
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and talents, may encounter difficulties finding like-minded peers or supportive peer 
groups. Findings did not support this concept. Of the 153 participants, responses to the 
items under Social Acceptance were split primarily between reporting that social 
acceptance was not a concern and that other people’s perception were a concern. Fifty- 
seven participants cited the latter as a concern they had experienced during their high 
school career.
This item was not worded in such a way to detail participant concerns about other 
people’s perceptions of their giftedness. Hence, participant concerns could be a result of 
normal adolescent anxieties about people’s perceptions. Participants could have indicated 
concerns about the “imaginary audience” or “the heightened self-consciousness of 
adolescents that is reflected in their beliefs that others are as interested in them as they 
themselves are” (Santrock, 1996, p. 122). This type o f egocentrism as proposed by David 
Elkind (Santrock, 1996) is part of the normal developmental stage o f adolescence and 
highlights the adolescent belief that peers are constantly watching and evaluating one 
another.
Social acceptance, fitting in and feeling different are not unique to the gifted 
student; social desirability, popularity and feelings of being different can be attributed to 
normal development of adolescence (Clark, 1997). This may be the cause behind 
participant responses which did not indicate that “fitting in” was a concern for them.
Only 29 reported in the Underachievement section that they were concerned about not 
wanting to appear “too smart”, although this last topic has appeared frequently in the 
literature as a reason for underachievement and studies on coping have discussed how
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gifted students “manage” the visibility of their giftedness in light o f other people’s 
perceptions (Cross, 2004; Cross, Coleman, & Terhaar-Yonkers, 1991; Swiatek, 2001).
However, one reason why social acceptance or “fitting in” was not a concern for 
participants would be the fact that they felt accepted at Governor’s School at the time 
they completed the survey. In this environment, participants might have felt that they 
were accepted for their gifts and talents so that the concern they might have felt at their 
home schools was no longer one at the time the survey was completed. Gifted students 
have been known to thrive socially in programs designed to meet their creative and 
intellectual needs, partly because they find themselves in a group of like-minded peers 
that might not have been present in their traditional educational environment (Jackson & 
Snow, 2004; Rimm, 2002; Silverman, 1993; Olszeweki-Kubilius, 2003).
Perfectionism and Fear o f  Failure. Experiences with fear o f failing have been 
suggested as a “predictable crises” by Blackburn and Erickson (1986). Over one-hundred 
participants reported that they had experienced the fear of possibly failing at what they 
tried to do. Hence, findings in this study indicate that gifted adolescents do in fact, 
experience this concern.
Perfection has also been offered as another “predictable crisis”; however, 
participant responses (29.4%) do not suggest that their sole concern was trying to be 
perfect at everything that they did. In fact, there was no majority of participants 
responding to any one item in this area. Responses were distributed across all four 
choices. Sixty participants were mainly concerned with managing expectations they had 
of themselves and others had of them while thirty two reported experiencing pressure to 
achieve.
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It is possible that while pressure to achieve and expectations have been linked in 
the literature to perfectionism (Orange, 1997; Parker & Adkins, 1995; Schuler 2002) that 
participants saw these as discrete concerns not related to being perfect. Findings suggest 
underscore the point made by researchers that perfectionism and fear o f failure are 
complex constructs involving several different concepts which may be difficult to 
measure (LoCicero & Ashby, 2000; Parker & Adkins, 1995; Schuler, 2002).
These participants were considered high achieving and in many ways epitomize 
risk-taking in their application to Governor’s School which required effort and a 
willingness to experience failure in the adjudication process. While they may have been 
concerned with fear o f failing or perfectionism, these participants did not opt for low- 
level risks or less challenging environments in order to avoid potential “un-success” as 
hypothesized as a bi-product of the “predictable crisis” of fear of failure and 
perfectionism (Blackburn & Erickson, 1986; LoCicero & Ashby, 1999; Silverman, 
1993b). Participants who entertained an “entity theory” of themselves, as suggested by 
Dweck (2002), which might be attributed to their concerns about self and other 
expectations, may have been challenged to rethink that they must cope with every novel 
situation perfectly in light of the challenges the adjudication process and other 
performances required at Governor’s School (Robinson, 2002).
Findings from this study cannot extrapolate a connection between the concern of 
choosing the “right” college and career path and participants’ reported concerns over 
balancing expectations and fear of failing. However, literature has suggested that the fear 
of failure and perfectionism can cause procrastination in making decisions such as these 
(Frederickson, 1986; Greene, 2002).
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Nature o f  Counseling Sessions, Counseling Relationship, and Counselor Understanding 
Nature o f  the Counseling Sessions. In order to answer the research question: 
“What aspects of the school counseling relationship are gifted students experiencing and 
what is the nature o f the high school counseling relationship as described and 
experienced by gifted and talented students?” descriptive statistics were calculated on 
items pertaining to the core areas of counseling (listening, empathy etc.) as well as the 
nature o f the counseling sessions (academic, career, personal/social etc.), and the number 
o f times participants reported meeting their school counselors for reported concerns.
There were three interesting results from these questions. First, over half the 
participants in this study reported that they did ask for help on the concerns to which they 
had responded in the “Predictable Crises” section, while 41.8% reported that they never 
asked for help on any of their concerns. Second, almost 70% of the participants reported 
that their meetings with the school counselor were academic in nature. Third, fifty-one 
percent o f the participants reported that they only saw their high school counselor 
between one and five times.
These findings raise additional questions. What is not known is for which of the 
“predictable crises” participants did request help from their school counselors. While 
some participants might have felt comfortable addressing some issues with their school 
counselor, others may not have. One possibility would be that participants felt that their 
high school counselor’s role is not to address the personal or social issues of students like 
themselves as suggested by Peterson (2003). One participant wrote that a concern was 
having the school counselors “spend a huge amount o f time trying to deal with trouble­
makers” underscoring Peterson’s (2003) assessment that gifted students may believe that
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counseling is for “other kids”. Another possibility which might determine whether or not 
gifted students seek out the school counselor may be the strength of the relationship.
The Counseling Relationship. Participants reported that the negative aspects o f 
counseling such as the dismissal o f concerns, feeling misunderstood, or the implication 
that something was wrong about the concerns presented were not experienced. However, 
participant responses concerning the counseling relationship indicated that it was 
lukewarm at best. While the core conditions of empathy, genuineness and unconditional 
positive regard and attending behaviors such as active listening seemed to be present, 
they were not the defining areas o f the counseling relationship.
Fifty-one percent of the participants reported that they only saw their high school 
counselor between one and five times. Written responses to free-writing prompts 
indicated that many of the participants were aware of the limitations of or placed upon 
their school counselors including their caseloads, their focus on academics, and the turn­
over due to student progression which decreased their ability to build relationships. 
Participants wrote that they were concerned about the “lack of a personal relationship”, 
having “three different counselors” over three years, and having “rushed meetings.”
These responses underscore the difficulty of accessing the “already overburdened 
guidance counselors” (Greene, 2002, p.224).
Dockery (2005) found that even in specialized high schools for the gifted and 
talented, meetings with the school counselor were infrequent, and counselors believed 
they had difficulty accessing students in a high-pressured academic environment in which 
class attendance was emphasized.
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The majority o f participants came from public high schools in Virginia who are 
subject to the Standards o f Learning end-of-year tests which all students are required to 
take in order for schools to be accredited. In their study of school counselors in North 
Carolina, Brown, Galassi and Akos (2004, p. 31) found that school counselors 
overwhelmingly reported that high-stakes testing “negatively impacted their ability to 
provide services and their relationships with students, teachers and administrators”. If 
either the participant or the counselor felt that attendance in class due to future testing 
was given a higher priority than school counseling, then both parties might have felt the 
other was less accessible. Findings underscore the difficulty in accessing high school 
counselors. While it is beyond the scope of this study to cite causes for participants’ 
frequency of visits, literature supports the responsibilities of case load, testing 
responsibilities and other non-counseling related duties as challenges faced by the high- 
school counselor (Baker, 2000; Erford, 2003).
Counselor Understanding. Participant quantitative responses indicated that areas 
of their giftedness including love of learning, drive and motivation to achieve and need to 
understand were somewhat understood by their counselor.
Of all the areas mentioned in the instrument, asynchrony was reported by the 
participants as the least understood by their counselor. The above should be stated with 
caution however, since the participant might not have reported the experience if he or she 
did not believe the concept applied to them or did not understand the concept of 
asynchrony. Likewise, while participants reported that they did not experience having 
their personal philosophy or what they felt to be important in life understood in 
counseling, one explanation would have been that the students themselves did not know
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their own personal philosophy or how to communicate it let alone have it be understood 
by their high school counselor.
Discussion o f  Findings in the areas o f  Personal and Interpersonal Skills, Self-Knowledge 
and Awareness, and the Pursuit o f  Excellence
In order to answer the following research question: “To what extent do issues of 
personal and interpersonal skills, self-awareness and knowledge, and excellence and 
perfection characterize the school counseling experience according to the gifted and 
talented adolescent?” frequencies and descriptive statistics were compiled on items which 
asked participants to respond to the degree to which a skill or topic relating to personal 
and interpersonal skills, self-knowledge and awareness, or the pursuit of excellence and 
perfection occurred during their experience with their high school counselor.
Personal and Interpersonal Skills. The literature has outlined several different 
strategies and best practices when it comes to counseling the gifted student in the realm 
of personal and interpersonal skills in order to facilitate positive social interactions and 
build healthy self-coping skills (see Appendix A and Appendix C). However, according 
to participant responses in this study, very few of these skills were introduced, discussed 
or being experienced by gifted and talented adolescents in high school counseling. O f the 
13 suggested best practices, over 100 participants reported that problem-solving skills, 
boundary setting, communication, coping with hostility, finishing projects, positive self­
talk, visualizing best and worst case scenarios, perspective taking, using humor, relieving 
stress, and identifying areas of control were never experienced by them through the 
counseling process. Leadership and sustaining motivation were the two skill areas which 
were experienced.
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Research supports the contention that sustaining motivation is a critical issue for 
gifted students; hence, the experience of the topic by participants makes sense. Gifted 
students, when compared to their average age-mates, maintain a higher degree of 
motivation across middle childhood and late adolescence (Gottfried & Gottfried, 2004). 
Work by Renzulli, Winner and Terman suggest that motivation is a condition for 
giftedness (McNabb, 2003). Gagne (2003) positions motivation and volition (will-power, 
effort, persistence) within the critical interpersonal influences in the talent development 
process, and Seligman (2002) lists perseverance, industry and diligence as one set o f the 
twenty-four signature strengths counselors should work towards discovering and 
applying with their clients. There is some contention as to how motivation should be 
defined and how it fits with social-cognitive theories of locus of control, attribution 
theory, and goal theories; however, challenge-seeking, persistence and task enjoyment 
behaviors are considered to be those behaviors indicating intrinsic motivation (McNabb, 
2003).
Perhaps the most critical component to the evidencing and sustaining of a gifted 
student’s motivation is his or her academic environment. In their study on motivation in 
gifted 7th grade students, Hoekman, McCormick and Barnett (2005) found that a strain on 
students’ perceived coping resources, such as motivation and optimism, was related to the 
level o f the student’s satisfaction with school. Authors recommended that gifted students 
needed meaningful and challenging opportunities for personal growth within the social 
support systems. Other literature has pointed to the fact that lack of challenge and 
boredom are contributing factors to underachievement (Reis & McCoach, 2003).
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Gifted students require integrated curricula that can address “all salient 
characteristic of the gifted learner simultaneously, attending to the precocity, intensity, 
and complexity as integrated characteristics that represent cognitive and affective 
dimension o f the learner” (VanTassel-Baska, 2003, p. 175). Without challenge and 
mental stimulation gifted students experience boredom and express that experience 
through misbehavior which subsequently elicits negative reactions from teachers 
reinforcing the lack of provision for the students’ needs (McNabb, 2003, p.417).
Leadership potential and demonstrated ability would most likely have been a 
common topic within school counseling simply due to the students’ decisions to pursue 
Governor’s School. Given that college academic credit is awarded at the completion of 
the program and that entrance into the program itself is considered a high honor, 
participants’ decision to pursue the program and to gain entrance by being one o f the best 
in their talent field, leadership would have been an inherent topic in discussions of 
Governor’s School with the high school counselor. In addition, school counselors are 
often the nominators or advocates for student awards, and the counselors of these 
participants would have been in an ideal position to identify students for future awards, 
scholarships and opportunities within the school and community. Nominations for such 
awards as well as letters of recommendations for colleges or jobs would entail the school 
counselor having active knowledge of leadership positions the participant had already 
filled.
Self-knowledge and Awareness. Twelve o f the fifteen best practices given in the 
instrument based on gifted literature and research (Appendix R) were reported by over 
one hundred participants as never having been experienced by them in high school
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counseling. Three topics were experienced by the participants: different learning styles 
and preferences, personal options and choices, and strengths and talents.
Earlier findings from this study indicated that while underachievement was not a 
concern for participants, finding the “right” college and career path and experiencing 
difficulties with fitting talents and gifts with a seeming overabundance of choices and 
options were. Given this finding, experiences in counseling with topics pertaining to 
options and choices may speak directly to participant experiences with academic 
planning of course selections towards a college or career. This finding might match with 
VanTassel-Baska’s (1990, 1993, 1998a, 1998b) suggestion for best practices insofar that 
discussions about personal options and choices can take place within planning flexible 
academic blueprints. When outlining course offerings and potential three or four year 
plans, school counselors and participants might have discussed options and choices which 
best met student need and would benefit the student in the future, when considering 
colleges.
Learning styles and preferences might also have been experienced in academic 
counseling if participants had been concerned about academic performance and whether 
or not a mismatch between teaching style and learning style had occurred. Lastly, when 
matching classes to participant ability, topics of options, choice, learning style and 
preference, might have been experienced if  participants reported feeling bored or 
unchallenged by classes adding to the students’ understanding of their learning needs. 
However, the above is stated with caution as this study cannot determine relationships 
between topics experienced and concerns related earlier by participants. In addition,
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items did not require participants to report if they were bored or unchallenged in their 
classes.
Each of these arenas of learning style, options and choices, strengths and talents, 
surrounded by issues of unique personal abilities and autonomy and choice. The 
adolescent developmental period is hallmarked by the adolescent’s quest for autonomy 
and individuation from parents (Clark, 1997). For gifted students this period also entails a 
deepening of understanding and ownership of their unique gifts and talents, and an 
exploration how those talents will be applied (Buescher & Higham, 1990; Schultz & 
Deslile, 2003). A last explanation for participants’ experiences is that o f the counseling 
session addressing normal developmental issues of choice and autonomy through 
academic planning and talent exploration through application to Governor’s School.
Pursuit o f  Excellence. The cornerstone to counseling the gifted and talented 
student has been the exploration o f issues pertaining to giftedness itself. Silverman 
(1993b, 1993c) and Galbraith (1985; Delisle & Galbraith, 2002) underscored the need for 
counselors to address students’ experiences with feeling different, confusion about 
meanings and definitions o f giftedness, lack o f understanding from others, fear o f failure, 
perfectionism, level of academic challenge, difficulties in finding like-minded peers and 
existential depression. However discussions o f few of these topics were experienced in 
high school counseling by the participants in this study.
Over 100 of the participants reported that topics pertaining to their school’s 
definition of giftedness, being a person with a talent, the desire for perfection, pressure to 
hide gifts from others, loneliness and isolation, anxiety, pressure to achieve, issues o f 
fairness and justice, and frustration were never experienced by them in high school
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counseling. O f note were topics including the participants’ ability to produce high levels 
o f work, their contribution to society, expectations they had o f themselves, and 
expectations others had o f them. These topics were experienced by more participants.
O f the 153 participants, more of them experienced topics pertaining to the expectations 
they had of themselves in comparison to the expectations others had for them.
The fact that these topics were experienced more frequently might be explained 
by tying these topics to previous findings. First, topics of sustaining motivation and 
leadership were experienced in participants’ counseling sessions. As discussed above, 
motivation, perseverance and diligence are all required in the talent development process, 
needed to accomplish high levels of work (Gagne, 2003). Gifted students’ motivation, 
persistence, and self management skills such as concentration, initiative and organization 
play a large role in developing natural abilities into skills and refined talent areas (Gagne, 
2003) and their emphasis on producing work o f quality and entertaining high aspirations 
make mark them for future eminence (Parker & Adkins, 1995). Given that managing self 
and others’ expectations as well as fear o f failing and choosing the “right” college and 
career were of concern to participants, the discussion o f self-expectations in high school 
counseling would have been appropriate in academic counseling as well as in preparation 
for Governor’s School application and adjudication. Participants who experienced topics 
self-expectations might also have experienced topics o f motivation regarding 
performance and product and the future contribution o f participant talent to society, but 
the current study cannot confirm this hypothesis.
Second, participants reported concerns over fear of failing at what they did as well 
as various concerns regarding perfectionism. Self-expectations would logically dictate
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what the participant felt was either “success” or “failure” including his or her choice of 
college or career path. If participants’ self-expectations were perfectionist in nature, or if 
participants entertained an “entity” theory about themselves (Dweck, 2000; Robinson, 
2002b), then experiencing topics pertaining to self-expectation might also have occurred 
along side experiences o f topics pertaining to future contribution, strengths and talents, 
and sustained motivation towards those expectations. Again, however, the above 
interpretation should be made with caution given the limitations o f this study which did 
not establish relationships among topics experienced by participants.
Lastly, the expectations a student has of him or herself may be the outgrowth of 
what he or she perceived to be the expectations placed upon the student, the student’s 
talent and future contribution. In her qualitative study on perfectionism, Neumeister 
(2004a, 2004b) found that students believed their early successes increased others’ 
expectations for continued perfection. In addition, some students believed they were 
expected to meet their parents’ high standards o f achievement, which were informed by 
the parents’ own perfectionism (Neumiester, 2004a, 2004b). Hence, participants who 
reported concerns over choosing the “right” career or college path may have experienced 
topics of expectations related to parents as well as expectations of how their talents would 
contribute to society’s future.
Explication o f  the Factor Analysis
In order to lurther answer the research question: “To what extent do issues of 
personal and interpersonal skills, self-awareness and knowledge, and excellence and 
perfection characterize the school counseling experience according to the gifted and 
talented adolescent?” an exploratory factor analysis was computed on the fifty-four
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research-developed Likert-scale items from the GT-ASC II to determine if items in The 
Counseling Relationship, Personal and Interpersonal Skills, Self-knowledge and 
Awareness, and The Pursuit o f  Excellence subscales could be reduced to primary 
components. The factor analyses yielded a final solution of nine factors entitled: The 
Counseling Relationship, Self-Growth and Development, Self Skills, S e lf in Relationship 
to Others, Optimal Growth/Learning Environment, Future Contributions, Perfectionism, 
Understanding Giftedness, and Negative Aspects o f  Counseling.
Table 5 in Chapter 4 provides a summary of items in each factor. What follows is 
a brief interpretation of these nine factors.
The Counseling Relationship and Negative Aspects o f  Counseling. With the 
exception of two items, all the items in the proposed factor The Counseling Relationship 
(Factor 1) were grouped together. These included items pertaining to the core areas of 
counseling including empathy, genuineness, active listening, unconditional positive 
regard, and encouragement. The two items which formed Factor 9 described the extent to 
which participants might have felt their concerns were dismissed or they were told they 
worried unnecessarily about their concerns. In addition, Factor 1 included items 
describing the degree to which high school counselors understood some o f the basic traits 
of gifted students including love o f learning, achievement, desire to understand things, 
asynchrony, and personal philosophy. One additional item was included which was the 
extent to which participants experienced the topic of their strengths and talents in their 
school counseling.
This factor appears to link the school counselor’s understanding o f gifted traits 
with the exhibition o f basic counseling techniques and attitudes. Presently, there is little
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research which definitively states that the counselor’s knowledge o f gifted behaviors, 
attitudes and cognitive traits impacts their service to these unique clients or the degree to 
which their knowledge impacts the gifted client’s level of satisfaction or positive 
counseling outcomes. However, literature pertaining to multicultural competence of 
counselors points to the fact that the counselors’ awareness and knowledge of 
multicultural issues increases client satisfaction with the service delivery (Sue & 
Sandberg, 1996; Pope-Davis & Dings, 1995; Pederson, 1994). Counseling discussions of 
racial identity benefit minority youth; thus providing students with these opportunities to 
“clarify, actively explore and examine” issues of identity enhances their development. If 
this can be said of racial and ethnic identity, it is possible that the same principles apply 
to the facilitation o f a gifted student’s understanding of their giftedness (Holcomb- 
McCoy, 2005b, Carlson, 2004).
The grouping of items in this particular factor also underscores the documented 
need for counselors to understand gifted psychology and development in order to provide 
the differentiated counseling services needed by this population (Yoo & Moon, 2006; 
Moon, Kelly & Feldhusen, 1999; Moon, 2002; Robinson, Reis, Neihart & Moon, 2002). 
Silverman (1993c, p. 85) wrote: “When a practitioner’s understanding of the affective 
needs o f the gifted is wedded to knowledge of counseling skills, the result is a teacher- 
counselor prepared to deal with the emotional development o f the gifted.”
Self-Growth and Development. Items in this factor spoke to several different 
developmental issues including inner conflict as growth, mistakes as learning 
experiences, how people change and develop and the give and take o f relationships and 
the acceptance of others. The use o f humor as a way o f defusing conflict as well as a lens
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through which to view the self and events was also included. These items point back to 
common traits of the gifted student.
First, because most gifted students experience asynchronous growth, or having 
more than one area of development such as cognitive ability grow by leaps and bounds 
ahead of others such as affective regulation, inner conflict is a continuing theme 
(Silverman, 2002). However, gifted students may not be aware that often inner conflict or 
disparities between “heart and mind” are part of normal human development.
Dabrowksi’s theory of Positive Disintegration emphasizes the shake-up or conflict from 
overexcitabilites as positive signs of development (Silverman, 1993b). Conflict is 
inherent in human growth between stages of development, and the energies produced 
from it “galvanize” the gifted student to attain the next level of growth, much like a large 
intake of food or sleeping occur before a growth spurt.
The mistakes made throughout life may be one cause of inner turmoil and 
conflict. Mistakes may be particularly painful to gifted students who have the ability to 
“see” what they can perform and produce in their mind’s eye and yet not have the 
capacity or skill yet to accomplish their vision (Silverman, 1993b). Because many gifted 
students also exhibit perfectionism and high personal standards coupled with acute self- 
awareness, they may view mistakes as intolerable experiences. However, mistakes are a 
necessary part of human growth, and gifted students often need help in conceptualizing 
mistakes as learning experiences (Blackburn & Erickson, 1986; Silverman, 1993b; Webb, 
Meckstroth & Tolan, 1982).
Part o f that conceptualization is the ability to view mistakes and other events with 
a sense o f humor as well as the ability not to take oneself too seriously. Gifted students
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tend to have an advanced sense o f humor and can see the natural “comedy” in life’s 
situations (Silverman, 1993b). Humor may aid gifted students cope not only with their 
mistakes but with experiencing others making mistakes as well which can be maddening 
to the gifted student (Silverman, 1993b).The ability of gifted students to accept another 
person with their unique strengths and weaknesses may require them to understand how 
people change over time, just as they themselves do. Accepting other people may also be 
related to the degree to which gifted students can establish healthy boundaries for 
interpersonal “give and take”.
Gifted students often exhibit high degrees o f sensitivity and moral concern can 
identify so closely with others who are in pain (Silverman, 1993b; Betts, 1986). This 
degree o f empathy can sometimes push the gifted student to detach and withdraw if they 
feel overwhelmed by others’ emotions or believe they are responsible for those feelings 
(Silverman, 1993b). In turn, wrestling with the acceptance of others with their foibles and 
faults, or the acceptance o f one’s own reactions to life’s events impacts a person’s growth 
and maturity and can cause turmoil and conflict.
Self-skills and S e lf in Relationship to Others. Items in Factors 3 and 4 were 
distinguished from others which were suggested to be grouped together based on the pilot 
factor analysis. However, in the nine-factor solution, problem-solving, self-talk, 
perceptions o f others, fitting in and how the participant feels about him or herself were 
grouped together in Factor Three while boundaries, communication, dealing with 
hostility and feelings of loneliness and isolation were grouped in Factor 4. One 
explanation could be that problem solving and self-talk, here, are related to how the 
gifted student copes with social situations.
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Literature has pointed to different ways students cope in the light o f social 
situations, including the degree to which they manage “information” about themselves 
because o f their awareness of how other people perceive them or their beliefs that others 
perceive them differently due to their giftedness (Cross, Coleman & Terhaar-Yonkers, 
1991; Cross, 2004; Coleman & Cross, 2001; Rimm, 2002). Beliefs and concerns about 
social acceptance and fitting in as well as peer’s perceptions o f them have been tied to 
gifted students’ ability to accept themselves (Manaster et.al.). Problem-solving strategies 
in social coping situations were related to attempts to change stressful social situations 
(Swiatek, 2001). Gifted participants in this study could have been using problem solving 
and self talk to help themselves in social situations. Problem solving might have been tied 
to the gifted student’s ability to cope positively with social situations is tied to self- 
concept and self-esteem issues.
Setting appropriate interpersonal boundaries, communication skills, and dealing 
with hostility from others have been documented as best practices in counseling the 
gifted for several reasons. First, as described above, gifted students with the trait of 
heightened sensitivity may have difficulty distinguishing between their emotions and the 
emotions of others, making interpersonal relationships difficult (Lovecky, 1993). Second, 
gifted students who exhibit divergent thinking and articulate it may pay a social penalty 
with other students and adults who do not understand them and react negatively to 
curious questions (Lovecky, 1993; Rimm, 2002). Coupled with their rapid assimilation of 
information, some gifted students have difficulty paying attention to others’ words and 
feelings (Lovecky, 1993). The need for precision may cause some gifted students to be 
critical of others’ inabilities to completely articulate their thoughts and feelings. Lastly,
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the introverted nature of the majority o f gifted students can cause confusion in 
interpersonal relationships with extraverts, and these gifted students may need help being 
“verbally assertive” (Silverman, 1993b, p.69). Feeling misunderstood, unaccepted and 
knowing that they are different in a way that is penalized by peers and sometimes by 
adults would naturally impact a gifted student’s self-concept. However, the majority of 
participants in this study did not cite social acceptance as a concern to them.
Optimal Growth/Learning Environments. Four items were included in this factor: 
visualization of worst and best case scenarios, different learning styles and preferences, 
options and choices, and the ability to produce a high level of work. Perhaps the best 
conceptualization of this factor is the combination o f attributes or characteristics of a 
learning environment which nurtures growth. The mark of this factor is the idea of 
autonomy and individual choice. Both Item 39 which was described as “my different 
learning styles and options” and Item 40 which read “personal options and choices” 
included words or descriptors that were personal, possessive and spoke to the 
participant’s uniqueness as an individual. Different learning styles, options and choices, 
and the ability to produce a high level o f work were also cited as topics more frequently 
experienced by participants in their counseling session.
Explanations for the grouping of items can be tied to the interpretation o f findings 
in previous sections pertaining to the topics experienced. First are possible discussions of 
personal choice, options, individual strengths, talents and learning styles experienced by 
participants in counseling session which were primarily academic in nature. A second 
explanation may be that participants whose responses helped formulate this factor simply 
emphasized their desire for a learning environment that would be appropriate to their
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learning needs and abilities and could provide some measure of individualism within 
which they could grow and produce a high level o f work. This might have been 
especially true for participants who felt bored or unchallenged by their home high school 
classes. A third explanation could be that these participants linked personal choice, a 
degree of autonomy and flexibility in their learning as their optimal academic and 
learning environment. Also, these participants, the majority of whom were educated in 
public high schools in Virginia, may have felt a distinct lack o f autonomy or choice about 
their academic pursuits or a lack of value placed on their individual abilities or learning 
styles in more structured learning environments which are evaluated by standardized 
testing.
The item pertaining to the visualization of worst and best case scenarios was 
initially placed in the Personal and Interpersonal Skills section. Suggested by Silverman 
(1993c) as one skill which could be used to facilitate the gifted student’s ability to 
manage anxiety-provoking or upsetting situations more realistically by collapsing the 
visual image o f both negative and positive extremes, visualization appears to be an ill- 
fitting item in this factor. However, this skill was initially introduced as a way of 
counseling gifted children who are acutely self-aware and who have a tendency to 
dissect, at length, everything possibly wrong with themselves and their situations. In light 
of this, the item might not be so ill-suited after all if  one considers that the ability to 
envision positive academic and learning experiences and negative learning experiences to 
be a skill needed for gifted students to cope with unexpected events in their learning 
environment.
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A student’s ability to visualize a positive outcome to an assignment or the 
completion of a task of high quality might be related to his or her ability to produce that 
work. Much like the dissonance which occurs as a result of asynchrony, in which students 
can often “see” the finished project but their skills, fine motor or other, are unable to 
render what they see in their mind’s eye, perhaps the ability to visualize this product or 
work facilitates its creation or performance. In addition, handing in an assignment which 
is less than “quality” in the student’s eyes or less than what he or she would consider to 
be perfect may cause extreme anxiety. A student’s ability to visualize the worst possible 
thing that could happen if he/she hands in that work or gives the wrong answer in the 
classroom may help the student decrease their levels o f anxiety and enable him/her to 
take similar risks in the future. Visualization has been cited in the literature (Silverman, 
1993c) as a counseling strategy with which gifted students can work with concerns of 
perfectionism, concerns which these participants voiced as experienced by them in a 
variety o f ways in their high school experience.
Future Contributions. Factor 6, entitled Future Contributions, included Item 28: 
“Finishing projects I began”, Item 29 “Leadership” and Item 61: “My contribution to 
society”. Taken as a whole, these items appear to point to the participants’ 
conceptualization of the application of their talent in future areas o f leadership and 
contribution.
Motivation, leadership and future contributions were topics experienced more 
frequently in counseling by participants. The production of work o f high quality, either in 
a concrete format such as art or creative writing, or in a performance such as a musical 
piece or dance routine, takes time, effort and consistent perseverance and motivation to
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see the task to completion. This motivation, perseverance and willingness to apply 
consistent time on a project, or task commitment, have been suggested as one of the 
primary characteristics o f giftedness (Renzulli, 2003). The gifted students’ ability to 
manage themselves with reference to concentration, positive work habits, initiative or 
jumpstarting their work has been hypothesized to contribute to their abilities to complete 
final projects (Gagne, 2003). Perseverance, task-commitment and entelechy, or having 
the inner strength to attain goals, are all necessary for continued progress to be made on 
either performance or product (Lovecky, 1993). Tannenbaum (2003, p.46) writes “ability 
alone at an early age is a fair but far from perfect forerunner of eventual success”. In 
order to be successful or a leader, a final product must be rendered which can contribute 
to the field in which the student has talent.
Gifted students with the trait of “will to be” or entelechy have a distinctive sense 
of perseverance and goal attainment even in the face of seemingly insurmountable odds 
and often exhibit charisma and can elicit positive responses from others (Lovecky, 1993, 
p.45). However, this can also mean that these gifted students encounter other people who 
wish to break their “spirit” of determination and courage including their more typical age 
mates and educators (Lovecky, 1993).
Perfectionism. Items in this factor were “the difference between the ‘pursuit of 
excellence’ and the ‘pursuit o f perfection’” and “my desire/need for perfection”. One 
possible reason for the grouping o f these two items is the fact that participants were 
struggling with the difference between perfection and excellence. Given participants’ 
responses in the “Predictable Crises” section, which indicated their concerns about fear of 
failure and management of self and others’ expectations of them, and the fact that more
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of them experienced discussions or topics pertaining to the expectations they had of 
themselves, this would be a logical conclusion. One participant wrote: “Counselors 
should sympathize with gifted students because we are very pressured to be perfect.” 
VanTassel-Baska (1998a) suggests that assisting students with their 
conceptualization of the difference between perfection and excellence is the first step 
toward helping them develop self-knowledge. Silverman (1993, p.89) wrote: “Attaining 
excellence usually takes more time and hard work than attaining mediocrity. Only those 
who believe it is possible to reach their goals will put forth the effort.”
Understanding Giftedness. Items in Factor 8 included the participants’ schools’ 
definition of gifted and/or talented and what it is like for the participant to be a person 
with a gift or talent. This factor is interesting simply because the majority o f the 
literature speaks to the need for counselors to facilitate the gifted student’s understanding 
of what giftedness is, what it means to him/her, and how to make sense o f life 
experiences as a gifted person (Colangelo, 2003; Silverman, 1993b, 1993c).
Of the major complaints gifted students have had in the past (Galbraith, 1985; 
Galbraith & Deslisle, 2002), knowing that they are different because of their giftedness 
and subsequently feeling different because o f the knowledge, confusion about what 
giftedness means, and experiencing a lack of understanding from others are among the 
top five. Silverman (1993c, p.87) succinctly stated: . .the first counseling task should be
helping students understand giftedness as it is defined by that [the students’] program.” 
While participants in this study were identified as gifted by exhibiting talent in 
particular talent domain areas such as humanities, dance, theater, music and visual art, 
participants might not have known how their individual school or school district defined
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giftedness. In addition, these definitions might have differed from the beliefs or ideas the 
participant personally has about giftedness or the conceptualizations the participant’s 
family has of giftedness.
High School Counseling Program Components
Of the six potential program offerings participants could choose from in the area 
of academic counseling components, the three ranked the highest were: “meeting adults 
with careers in [the participant’s] area of interest or talent,” “making a flexible outline or 
blueprint of a course of study best tailored to [the participant’s] needs and interests,” and 
“discussing the way classes are structured and their level of challenge.”
These findings support the current literature discussed above which speaks to the 
need for academic blueprints that take into consideration the gifted student’s abilities, 
needs, interests, talents, and which can provide classes with adequate challenge and 
academic rigor to meet the intellectual and creative abilities o f the student (VanTassel- 
Baska, 2003, 1998a, 1998b, 1993). Participants’ desires for discussions about the level of 
their classes’ challenge, academic planning, as well as for meeting adults in their fields 
make sense as the majority of them were high school juniors preparing to make choices 
about colleges and career paths.
The decision-making process concerning careers and colleges might have been 
lessened for these participants if  they had been exposed to adults in their future fields of 
talent or interests. O f the nine potential program offerings pertaining to career counseling 
the ranked highest by participants included: “working as an apprentice or an intern at a 
place which emphasizes my talents or interests,” “having a mentor in my field o f talent or
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interest that I can talk to on a consistent basis” and “shadowing a professional who is 
working in the field I want to work in.”
The provision o f mentorship, apprenticeships, internships or shadowing 
opportunities has been suggested as ways of meeting the needs of gifted students and has 
been recommended for gifted students from disadvantaged backgrounds, underachieving 
gifted students, and gifted girls who need female mentors (Silverman, 1993; Clasen & 
Clasen, 2003).
The opportunity to meet and work with adults who are already succeeding in the 
student’s field of interest or talent provides the gifted adolescent with the needed role 
model with experience who could speak knowledgeably about the world o f work in that 
field, and paths towards entrance into that field, including education and training. 
Apprenticeships and internships allow students to experience the world of work, possibly 
gain academic credit, learn from role models and gain information on careers (Silverman, 
1993; Kelly & Cobb, 1991). Providing mentors in similar fields has been a well- 
documented component to counseling the gifted student (Silverman, 1993).
Mentorships were the second most commonly cited program area which 
participants would have liked to have seen in their counseling experience, second only to 
apprenticeships. Mentorships provide a model o f success for the gifted student. Clasen 
and Clasen (2003, p.255) quote Casey and Shore (2000), Cox and Daniel (1983) and 
Freedman (1993, p.71) as outlining goals for mentorships including the provision of a 
link between the academic process o f imparting knowledge and skills and the need to 
provide guidance toward the student’s future life, to shape the student’s outlook on life, 
and to delve “deeply into the requirements of growing up.” Mentors act as teachers,
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experts, guides, advisors, friends and role models (Clasen & Clasen, 2003). Benefits 
include meeting the superior ability needs of gifted students, career exploration and 
development, development o f potential, psychosocial advancement, connections with the 
larger world, shared rewards, and community and school collaboration (Clasen & Clasen, 
2003).
Participants in this study who attended the Governor’s School for the arts and 
humanities reported their need for adults with similar interests to themselves by writing 
that they would have liked exposure to “high school alumni who got into competitive 
schools and fields,” and “group discussions with like-minded students led by a mentor 
who understands artistic oriented individuals.”
Group Differences
There were no significant differences between groups based on race, sex, regional 
area or program area. One reason for this was the small numbers of students from diverse 
cultural backgrounds at the Governor’s School as well as small numbers of students from 
rural regions such as Bristol, Wise and Wythe versus larger groups from Tidewater, 
Northern Virginia and Richmond areas. Lastly, most participants reported that the best 
practices listed in the instrument were not experienced by them across all group 
categories.
Conclusions
Based on the findings o f this study, high school counselors working with the 
gifted should understand the talent development process, the unique traits and psychology 
of the gifted student, including asynchrony, and have a repertoire of skills to work with 
issues o f self-standards and expectations, perfectionism, and fear o f failure. In addition,
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high school counselors should be prepared to use the vehicle o f academic and career 
counseling to provide flexible blueprints, leadership and enrichment opportunities, 
information about different career paths, and facilitate student self-awareness concerning 
learning styles, growth environments, and needed coping skills to sustain motivation and 
produce high quality work. Lastly, high school counselors should know what resources 
are available in the district and surrounding community so that they can provide the 
necessary opportunities for mentors, apprenticeships, and shadowing as well as national 
programs for gifted students which capitalize on their strengths and talents and nurture 
them as future leaders and contributors to society. In the final analysis, graduating student 
counselors need a basic, working knowledge of the cognitive, affective, and behavioral 
traits o f gifted students so that when they meet with them for individual or group 
counseling around any topic, academic, career and personal social, they are able to meet 
those students’ needs.
Implications fo r  High School Counselors 
High school counselors play a significant role in the talent development process 
of the gifted and talented adolescents whom they serve. Counseling provides an 
opportunity for gifted students to discover and apply their signature strengths to present 
and future challenges, and to explore avenues in which their gifts and strengths can be 
translated into talent domains and future products and performance. School counselors 
can fulfill the original mission of counseling by facilitating the gifted student’s self- 
knowledge and awareness about their signature strengths, identifying opportunities for 
those strengths to be practiced, honed and nurtured, and providing venues in which
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students can develop other skill areas to supplement and enhance their strengths, with an 
eye to the student’s future career and subsequent contributions to society.
In order to be such an active facilitator, challenges to the high school counselor 
first must be acknowledged. These challenges include a high caseload of students and 
potential changes in caseload throughout the student’s progression from 9th to 12th grades, 
an increase in counselors’ involvement with standardized testing, prioritization of college 
applications and graduation requirements, and educational reform agendas which 
emphasize student achievement and closing the achievement “gap”. Taken together, these 
challenges may seem almost insurmountable to the professional high school counselor. 
An additional call to increase and diversify counseling services to gifted students may 
seem an additional and unnecessary burden with both the counseling and educational 
fields demanding the professional school counselor’s active role in increasing 
achievement and graduation rates for students who are academically challenged.
However, meeting the academic, personal/social, and career needs of gifted 
students does not require, necessarily, a revolution in what high school counselors are 
already doing. What it does require is a rethinking o f what is currently being done. High 
school counselors are already discussing with their gifted students what their academic 
plans are and what their future plans could be. Within these meetings lies a multitude of 
possibilities of meeting the gifted student’s needs and nurturing their signature strengths.
The American School Counselors Association’s National Model (2003) also 
capitalizes on what is already being done in school buildings by extending school 
counselors’ roles and functions to include how their daily activities make a difference to 
their students. The National Association of Gifted Children’s (2000) standards for social-
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emotional guidance and counseling are built upon the guiding principle that gifted and 
talented students require differentiated counseling services which speak directly to their 
academic, career and personal-social needs and which emphasize the additional supports 
for at-risk and underachieving gifted students. With a few creative endeavors, high school 
counselors can, by building on what they already know and do, differentiate their current 
services and provide the supports, opportunities and challenges gifted students need to 
develop their talent and establish that these endeavors have made a difference to the 
gifted students they have served.
The ASCA National Model (2003) has outlined three primary counseling domain 
areas within which school counselors provide services: academic, career and 
personal/social. Each domain is further structured by a set of student competencies or 
“standards” upon which school counselors can build their program, counseling curricula 
and services. Findings from this study have several implications for each domain area and 
the way in which high school counselors provide services in each.
It should be noted that academic, career and personal/social counseling need not 
be discreet areas. One of the ASCA standards asserts that students should be prepared for 
the world of work by understanding the linkage between performance in K-12 education, 
which is “work” for their developmental level, and future college and career placements. 
Likewise, self-awareness of student attitudes and behavior in the personal/social domain 
impacts the academic performance and college/career planning. The school counselor, 
with his or her training in student development, understands that the gifted student does 
not just have three facets to them, but rather is a whole being with each of the three 
domains threaded together in a unique tapestry. Hence, academic, career, and
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personal/social counseling “flow” together as student and counselor explore issues 
impacting the student’s talent development.
Academic Counseling
While participants in this study did not indicate that underachievement was a 
concern for them, they did report a desire for discussions about the structure and 
challenge of their classes, and the use o f a flexible outline o f coursework designed to fit 
their strengths and talents.
The provision of these academic blueprints to the gifted adolescents is supported 
by the best practices in counseling this population (VanTassel-Baska, 1993, 1998a). 
Planning a flexible academic blueprint should reflect a fit between required academic 
coursework and the individual student’s abilities and interests, and allow for the student’s 
strength and weakness as well as student choice (VanTassel-Baska, 1998a). Findings 
from the factor analysis indicate that optimal learning environments could include the 
allowances for individual learning styles, choice and the level of work required of the 
student. Hence, blueprint planning might be the discussion o f these areas which facilitates 
student understanding about their own interests, learning styles and goals. These flexible 
blueprints should also provide “choose-able” paths in which students can attain post K-12 
goals including college and career pursuits. Blueprints can be revisited frequently as 
gifted students change and develop, and their strengths increase and talents diversify. 
Frequent reviews facilitate the school counselor’s understanding of the student, and allow 
them to monitor student progress and share these developments with parents and 
teachers. High school counselors may choose to maximize their time working with gifted 
students by utilizing small groups as well as individual counseling to facilitate academic
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blueprinting. Gifted students then have the opportunities to discuss common concerns 
regarding their academic performance and educational needs in a safe environment which 
normalizes their experience in a group o f like-minded peers.
Participants reported that among the best practices in counseling the gifted 
adolescent, they did in fact experience topics relating to their learning styles, personal 
options and choices, strengths and talents and their ability to produce a high level of 
work. In addition, they indicated a desire to discuss the structure o f their classes and the 
level of challenge classes provide. While some of these discussions could occur in 
conjunction with concrete academic blueprinting or scheduling, school counselors may 
wish to consider addressing these issues in their counseling sessions as specific topics of 
concern.
By discussing the structure of including the level of challenge and support, gifted 
students can increase their self-awareness as to their ability to produce and thrive in 
various learning environments which facilitate the optimal level of performance and 
product. Gifted student awareness o f these learning situations may transfer into what 
working environments are more compatible for the gifted student and the types o f 
educational settings that would be most conducive to student learning and growth in 
colleges or other higher education settings. School counselors adhering to the ASCA 
model, which emphasizes equity in educational access, may also be called upon to be 
advocates for their gifted adolescents if  they are not receiving the necessary mental 
stimulation, rigor and challenge appropriate to their capabilities in their current 
educational placement.
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Gifted and Talented 243
Participants indicated that motivation was a topic that they experienced more 
frequently in their counseling experience. In facilitating academic blueprinting and 
discussions regarding challenge and rigor of coursework, high school counselors may 
wish to help students identify ways in which they typically sustain their motivation to 
produce high qualities o f academic work in addition to possible coping skills to sustain 
motivation in light of future obstacles and challenges in their talent development. 
Motivation is a critical component in the gifted adolescent’s ability to translate their raw 
gifts into performance and product in talent domain areas. Early identification of coping 
skills which enhance motivation could help these students in their future careers.
Career Counseling
Findings from this study have multiple implications for high school counselors 
working with gifted adolescents in the realm of career counseling. Participants in this 
study reported that they were concerned about finding the “right” college and career for 
themselves, the abundance of choices and options available to them and the “fit” between 
their talents with a specific career path. High school counselors working with gifted 
adolescents should be aware of these students’ struggles with issues of mulipotentiality in 
their talent development can choose to help students in a variety o f ways.
Increased self-awareness of what the gifted student believes to be “right” is a 
necessary first step. Exploration o f student definitions of “right” may include what the 
student believes qualifies as success as well as expectations the student has o f him or 
herself and the expectations the student believes others have o f him or her. The balancing 
of multiple expectations was an additional concern for participants in the area of 
perfectionism and this topic was experienced by more participants in their school
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counseling experience. School counselors may wish to be prepared to facilitate 
discussions about the difference between healthy and harmful self-standards as well as 
issues of personal boundaries and the “taking on” of other’s expectations and plans.
While discussion of expectations is not solely the domain of career counseling it can be a 
useful tool to help students discover what they believe they “should” be choosing for 
their future. Self awareness in this area may also facilitate students’ increased 
understanding of what they find meaningful in their lives, a goal which school counselors 
may choose in alignment with the theory of positive psychology.
Second, school counselors may need to facilitate student abilities to find and 
utilize information pertaining to careers or higher education in the talent domain area. 
Participant responses indicate that gifted adolescents have some concerns about how their 
talent fits with a future career and how they make decisions in light of their many abilities 
and the diverse options and choices open to them. These responses reflect student need 
for information and help in decision-making cited in the literature (Colangelo, 2003; 
Greene, 2002). High school counselors may wish to meet the gifted students’ need for 
information by helping them identify sources and by helping them apply the information 
through the use of decision-making models, cost-benefit analyses, and value and career 
inventories. Students may also need help in narrowing down their interests and desires to 
learn into manageable and feasible proportions through flexible career planning which 
emphasizes that student does not have to be certain at the present moment what he or she 
wants to do “for the rest of their lives”, rather that he or she has a workable plan with 
multiple steps in order to reach their goals.
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Lastly, leadership and future contributions were topics experienced more 
frequently by participants in this study. Gifted students may not know how they wish to 
see their talents applied in the future or what leadership might look and feel like to them. 
Through nominations for enrichment opportunities, high school counselors can facilitate 
gifted student experiences with leadership in situations with an optimal balance of risk- 
taking and support. Opportunities such as Governor’s School provide students with an 
environment in which they can further discover how their talents might be applied in 
various career situations and what contributions they can make through exposure to 
faculty and staff members who have chosen careers in their own talent domains and 
projects which result in final products that students could replicate, enhance or build upon 
in the future. In addition, programs like Governor’s School enable students to take risks 
with leadership and service in such a way that students can “try on” leadership roles to 
determine what leadership skills they naturally have and which they may wish to develop.
Service delivery methods for gathering information about higher education and 
career paths can include various media such as the World Wide Web, information packets 
from colleges and businesses, panels, lectures, visits by recruiters as well as career 
interest inventories and value/attitude inventories. However, caution should be taken 
when giving gifted students a variety of information without guidance. Gifted adolescents 
also need guidance and support in making meaning o f information received or scores on 
inventories. High school counselors should be prepared to help students make meaning of 
the information given in light o f their need to make choices which may be seemingly 
overwhelming given their talents and abilities. Additional guidance and support can be
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given through the provision of mentors in the talent domain area or practice in the 
domain area via internships and apprenticeships.
Both this study and the current literature emphasize the need for mentorships and 
gifted students’ desire to be exposed to adults in their fields o f talent and interest.
Utilizing mentors can alleviate the burden of facilitating these conversations on 
counselors. Mentors can talk first hand about their own experiences with deciding on a 
career, their products or performances, personal standards and mistakes made along the 
way to their own success. Apprenticeships and shadowing opportunities provide similar 
assets as mentors in addition to giving gifted students a chance to discover what they 
value in the workplace environment, but also what the “end product” o f their high school 
experience may one day look like. These opportunities also allow students to practice 
personal interpersonal skills in a “trial” situation and experiment with applying their 
signature strengths and gifts to different learning environments.
Personal/Social Counseling
Participants reported strong concerns about fear of failing at what they did 
coupled with concerns pertaining to perfectionism such as trying to be perfect, pressure to 
achieve and managing expectations o f self/others. In addition, topics which were more 
frequently experienced by participants included discussions o f self and others’ 
expectations. Findings from this study have several implications for high school 
counselors working with gifted adolescents in the area of personal and social counseling.
First, high school counselors need to be prepared to work with gifted adolescents 
who are experiencing fear of failure. This concern has been documented as a “predictable 
crises” by Blackburn and Erickson as one o f several developmental challenges that
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counselors can address preventatively, before the challenge becomes a crisis for the 
gifted adolescent. High school counselors may wish to address fear o f failing and 
perfectionism, which have been tied together in the literature as similar concerns 
(Schuler, 2002; Clark, 1997), in a variety of ways.
First, the school counselor can facilitate an exploration as to what perfection 
means to the gifted student as well as other “buzz words” such as such as achievement, 
perfection, excellence, or success. School counselors can then guide the gifted 
adolescent through a comparison o f what they believe is “perfect” versus what is 
“excellence” as suggested by VanTassel-Baska’s (1998a). Students’ frustration with 
inability produce a perfect product at the first attempt should be acknowledged 
(Silverman, 1993c). Explorations should also include any myths and stereotypes which 
the student may entertain such as “because I am gifted, I shouldn’t have to put that much 
effort into this” or the belief that giftedness equates to perfection on the first attempt 
(VanTassel-Baska, 1998a). School counselors may wish to employ texts or articles which 
enumerate common myths and stereotypes about the gifted as prompts in these 
discussions in addition to facilitating discussions with groups o f gifted students as part of 
either career or academic counseling (Cross, 2002a; Colangelo & Peterson, 1993; Delisle 
& Galbraith, 2002).
Second, to help gifted adolescents work with their fear o f failure, school 
counselors may consider providing students with opportunities to take risks in a safe 
environment in which “everything” is not always “on the line.” Risk-taking may mean 
students participating in extracurricular groups outside of their comfort level, asking for 
independent projects which provide an additional creative or intellectual “stretch”, or
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taking on new roles in social situations. Other opportunities, working with the support of 
teachers and parents, may include days and times in which gifted students are not 
“perfect”, such as not having a neat room for a week, answering a question incorrectly, or 
receiving a grade less than what the student considered to be perfect. In new situations, 
gifted students may be afraid of making mistakes and this should be acknowledged in 
light o f mistakes as learning experiences in the talent development process. Experiences 
with risk-taking and potential “non success” should enable students to cope successfully 
with similar future experiences in the work place and in college.
Discussions and activities pertaining to fear o f failure and perfection may lend 
themselves to the gifted students’ identification of expectations he or she has of 
him/herself as well as those perceived expectations held for him/her by the family, 
community and society. Expectations can cut across multiple arenas, all of which fit 
under school counseling, including student expectation about grade point average, 
individual assignments, future jobs, leadership roles, and social situations among others. 
School counselors can facilitate further exploration by asking about what students’ 
perceive others expect o f them in the same areas. Students will grapple with self and 
other expectations throughout their lifetimes; school counselors can minimize this 
struggle, or, at the very least enable the student to cope successfully with it, by 
facilitating the student’s discovery o f how they can think and feel about the role 
expectations play in their lives. As mentioned above, school counselors may wish to help 
students identify those expectations and attitudes o f perfection and excellence which are 
healthy and which enable high quality o f student production and performance as well as
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those which may be unhealthy or which prevent students from performing well or are 
disabling attitudes and behaviors.
Lastly, an emphasis on “works in progress,” rough drafts, and mistakes as 
learning experiences can help the student discover their thoughts and feelings about 
successive approximations and continued effort over time (Silverman, 1993b). These 
counseling practices can also be supplemented by teaching skills such as time- 
management, priority and goal setting, and editing (Silverman, 1993b; VanTassel-Baska, 
1998a). This skill set will hopefully enable the gifted student to envision production and 
performance as a series o f small, working steps taken to a larger goal and which require 
patience, motivation, practice and a willingness to experience “non perfection” in each 
step made.
However, exhibiting perfectionism or having high expectations should not be 
considered pathological and it should not be assumed students who display these traits 
are suffering from mental illnesses and need cures from their high school counselors. The 
pathologiziation of gifted behaviors such as task commitment and intensity has been a 
common occurrence in the past (Dabrowski, 1972), and adults have often misconstrued 
perfectionist behaviors o f gifted students (LoCicero & Ashby, 1999); but these behaviors 
have also been seen as “an inseparable part of the quest for high-level development” 
(Silverman, 1993a, p. 11).
Counselors should be prepared to work with the frustration inherent in the 
students’ change of thinking about perfectionism and excellence. Silverman (1993a, 
1993b) also notes that, with regard to Dabrowksi’s levels of development, internal 
turmoil and conflict are inherent in development and personal growth. Items pertaining to
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inner conflict, mistakes, and acceptance from the instrument used in this study were 
found to be correlated and formed their own factor. School counselors should be prepared 
to help students through the internal “shake-up” that discussions about perfectionism, fear 
o f failure and expectations may result in and nurture them through this period o f self- 
examination and growth. School counselors should apply both common sense and ethical 
guidelines in approaching these subjects with the awareness that for some gifted students, 
exploring these topics may cause more harm than good.
Counselor Education Program Implications 
Findings from this study highlight the need for school counselor training in the 
nature and needs o f gifted students and the talent development process. School 
counselors have an ethical and professional responsibility to increase their awareness of 
gifted concerns, knowledge about gifted psychology and education, and skill set for 
working with gifted students who are wrestling with their unique but “predictable” crises. 
First, school counselors’ professional body, the American School Counselor Association 
(ASCA) has stated that the professional school counselor is an “integral” part in the talent 
development of gifted students (Carlson, 2003; ASCA, 2001). Second, school counselors 
are expected to be multiculturally competent and aware of differences between 
populations and to integrate their awareness and knowledge of these differences in their 
counseling. It follows that school counselors are then responsible for increasing their 
awareness, knowledge and skill sets in order to address the needs o f the gifted as a 
special population.
Participant responses in this study emphasize the need for school counselors to be 
adequately trained to address “predictable crises” of multipotentiality, fear of failure and
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perfectionism with their gifted students. In addition, school counselor preparation should 
include creative ideas in the provision of multiple service delivery methods to support 
their gifted students including individual and small group counseling and partnerships 
with community resources to incorporate mentorships, apprenticeships, and/or shadowing 
opportunities for these students. Preparation for school counselors to work with gifted 
students should include their facility with academic blueprinting, high school academic 
course options, and information sources pertaining to college and career paths.
School counselor preparation programs can provide training in the areas listed 
above in several ways. First, traditional course work can be the vehicle for school 
counselor preparation to work with gifted students. School counselors can be exposed to 
the talent development process and/or Dabrowski’s Positive Disintegration model in their 
life span or development courses in addition to typical challenges faced by adolescents in 
the developmental trajectory. Common affective, cognitive, and behavioral traits and 
gifted psychology can be introduced in multicultural or special population classes. 
Typically, classes stressing the awareness, knowledge and skill paradigm in working with 
students or individuals from diverse backgrounds incorporate reflection on student 
counselor attitudes and beliefs. These classes are ideal vehicles for student counselor 
reflection on common myths and stereotypes they may hold about the gifted population. 
Career counseling classes can provide training for student counselors to use value and 
interest inventories and apply them to counseling the gifted student with an additional 
emphasis on optimal work and learning environments, unique learning styles, flexible 
career plans and the “fit” between student talent and career paths. These courses can also
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incorporate the talent development model as one way of facilitating career exploration 
with gifted adolescents.
Specialized school counseling courses can utilize the ASCA National Model to 
enable student counselors to work with gifted students in several ways. First, the model 
emphasizes advocacy, leadership, systemic change and collaboration. When addressing 
the needs of gifted students, student counselors can begin to incorporate the model by 
first identifying both visible and invisible pervasive systemic practices which may block 
gifted students from attaining a challenging and rigorous education appropriate to their 
needs. With its emphasis on educational access and achievement for all students, the 
model can challenge student counselors to identify barriers in their practica and 
internship placements which may increase gifted underachievement and/or prevent gifted 
students from educational success.
Second, the National Model also requires school counselors to be coordinators o f 
services and brokers of resources (Stone & Dahir, 2006). Instructors utilizing the model 
in their school counseling introduction classes, program development or practica classes 
can require student counselors to develop partnerships with community services which 
can provide mentors, apprenticeships or shadowing opportunities. Projects which 
emphasize partnerships and resources can also enhance student knowledge about what 
resources to incorporate in their school counseling programs.
Third, the model also requires student counselors to be trained in the use and 
collection of data o f which assesses how their services make a difference to their 
students. Using multiple data points such as student achievement test scores and grade 
point average as well as teacher observation and student report, student counselors in
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practica and internships sites can plan intervention programs, such as academic planning 
or career exploration small groups, and determine if and how those services made a 
difference to their gifted students (Stone & Dahir, 2006).
Lastly, student counselors should be provided opportunities to counsel gifted 
students in the domains of academic, career and personal social development in 
accordance with the ASCA national standards and the NACG standards for guidance and 
counseling programs. Student counselors can provide small group, individual and 
classroom guidance counseling emphasizing skills to cope predictable crises such as fear 
of failure, identification of signature strengths and talents, and academic blueprinting and 
mapping of course options or flexible career planning. In an ideal world, counselor 
preparation for future school counselors would include twelve credit hours on gifted 
education, psychology, instruction and programming as suggested by VanTassel-Baska
(2004). However, counselor educators in CACREP programs for school counselors can 
change their provision of training in gifted needs in several ways which, like their 
counterparts in the school counseling field, requires not necessarily doing more, but 
doing things differently or creatively in their preparation o f school counselors.
Positive Psychology, Talent Development and the School Counselor 
In 2002, Martin Seligman issued a call for all counselors to return to their original 
mission. Positive Psychology suggested that counselors go beyond the treatment and 
eradication o f symptoms of mental disturbance and focus on the identification of 
signature strengths, talent and virtues which act as buffers against the recurrence of 
clinical concerns as well as positive coping mechanisms in the experience of challenges 
and obstacles in the developmental trajectory (Seligman, 2002). Counselors have been
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challenged to explore what their clients consider to be a meaningful life, and to help their 
clients in their quest for meaning and productivity by the application of their signature 
strengths, talents and virtues. Lastly, researchers have been asked to focus their attentions 
on how certain institutions such as the family and community foster client strengths.
When applied to the talent development model posited by Gagne (2003), Positive 
Psychology naturally lends itself to the identification o f aptitude domains or raw gifts of 
the talented individual. These can be considered the gifted individual’s signature 
strengths and talents which, over time, can be utilized in the coping o f life’s challenges 
and applied to the individuals’ conceptualization of the meaningful life in which their 
talents and strengths are manifested through tangible products or performances in talent 
domain areas.
The translation of raw gifts into workable products and contributions is not an 
easy one for many gifted individuals. The talent development process, which incorporates 
learning, training and practicing of the gift over the person’s life course, can be fraught 
with obstacles, challenges and difficulties. Some of these challenges stem from individual 
traits such as the gifted person’s ability to sustain motivation, and their temperament and 
personality. Other obstacles come from the environment in which the gifted individual 
resides including the family, school, community, and placement in history. Each set of 
influences, both intrapersonal and environmental are also impacted by the concept of 
chance. Positive psychology would suggest that the identification and application of an 
individual’s signature strengths would enable them to better cope with the interaction 
effects o f intrapersonal and environmental influences upon the talent development 
process.
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Research has suggested that gifted individuals face unique stressors and 
challenges due to common cognitive, affective and behavioral traits, such as 
perfectionism, sensitivity and advanced mental abilities, as well as a result of 
asynchronous development and/or being a member of special needs groups (Robinson, 
2002). Some of these stressors have been thought to be predictable, insofar as gifted 
individuals would more than likely face them at some point during their talent 
development process (Blackburn & Erickson, 1986). Because adolescence hails the onset 
o f rapid change in physical, emotional, social and cognitive domains, the gifted 
individual not only must struggle with these changes but also with the identification, 
ownership and future application o f their talents (Clark, 1997; Buescher & Higham,
1990). Thus, counseling has been suggested as one way of intervening when these 
“predictable crises” such as fear of failure or underachievement occur as well as a means 
o f preventing these same crises from occurring during the developmental process.
One “institution” in which gifted individuals reside and which provides an 
environment in which their gifts and talents can be identified, taught, practiced and 
applied to future education and career paths is that of the school. Within that institution is 
the school counselor who, applying positive psychology to their practices with gifted 
adolescents, can become an integral part of their talent development process.
The school counselor is in a prime position to become a “wise friend” to the 
gifted student, helping him or her identify talents and facilitate self-awareness about how 
those talents interact with his or her unique personality and environmental influences. 
Together with the school counselor, gifted students can begin to conceptualize what they 
feel to a meaningful life and how their signature strengths will “look” in terms o f future
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contributions to society in domain areas. School counselors can aid gifted students in 
learning how to apply their signature strengths and talents to current adolescent 
challenges they may be experiencing, and encouraging their future application to other 
“predictable crises” such as fear of failure, questioning commitment to study and 
practice, concerns over choosing the “right” college or career path, and managing self 
expectations and the expectations o f others. The school counselor can provide a safe 
environment for the gifted student to learn about and refine his or her talent as well as 
consider what the talent will look like in product or performance in one or several of the 
domain areas. School counselors who choose to apply their abilities of data collection can 
add to the research base on how their services supplement the talent development 
process. Lastly, the school counselor is in a unique position to examine how the 
institution of the school impacts the talent development process of their gifted students 
and advocate for needed change as a committed “nourisher” o f talent.
Limitations o f  the Study 
There were considerable limitations to this study which should be taken into 
consideration when interpreting its results and offering implications. First is the sample 
which makes generalizability limited to gifted adolescents talented in the performing arts 
and humanities in the state of Virginia.
Participants included only those students who were qualified as gifted and 
talented in the state o f Virginia and only those considered gifted in the talent domains of 
art, theater, dance, music and humanities. There was no comparison sample of non-gifted 
peers nor were students considered talented in other domains such as math and science 
included. The diversity o f the sample including race, gender and region of Virginia, while
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representative o f the Governor’s School population in the summer of 2005, was limited. 
In addition, there were only 153 participants. While the total pool o f accessible students 
was approximately 400, parental consent and student voluntary assent decreased the 
amount of participant response.
Second, the instrument used to capture participant experiences, while based on 
established research, and piloted, had not been normed for use on large samples of 
students, gifted or non-gifted. The instrument was not given peer review or expert 
critique, thus, its reliability or validity was not established in the research base.
Third, the instrument was given in an online format which is limited in several 
ways detailed in Chapter Three and including response rates, social desirability, 
familiarity with online survey formats and time. Time may have played a significant role 
in participant responses given that participants had four weeks in which to complete the 
instrument and only after parental consent was given. While all participants were, in 
theory, given the same amount o f free time from classes and other Governor’s School 
activities, some participants may have found computer accessibility more challenging 
than others.
Fourth, what was under investigation here was the student participants’ 
experiences in school counseling, including their thoughts, feelings and perceptions, not 
necessarily what actually happened to them (as if they were observed by a neutral third 
party). Participants’ views o f school counseling may have changed in light of their 
involvement with Governor’s School or as a response to the items in the survey itself.
Lastly, experimenter bias cannot be underestimated. While the researcher 
diligently attempted to remain a neutral and objective perspective, her background in
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school counseling and gifted education may have played a role in the interpretation of 
results.
Contributions and Implications fo r  Future Research 
This study on gifted and talented adolescents’ experiences in school counseling 
was significant for several reasons. First, with the exception o f a small body of 
information (Silverman, 1993, 2002, 2004), there has been little research which 
documents gifted and talented students’ experiences with counseling in general, 
especially with regard to school counseling (Moon, 2002; Robinson, Reis, Neihart & 
Moon, 2002). Second, Moon (2002) states that there has been almost no outcome 
research on the efficacy of specific counseling modalities, programs or strategies as 
suggested by practitioners and researchers to use with gifted students. Thus, this study 
attempted to fill a noticeable gap in the research base of counseling the gifted.
It is hoped that the results o f this study, having laid preliminary groundwork in 
what gifted and talented students experience school counseling, will spur more 
quantitative studies that could begin to document the outcomes o f specific counseling 
techniques and orientations when used with this population. There are numerous 
possibilities for research in this arena.
Future studies might include replication of this methodology with more and 
diverse gifted adolescents including those talented in science, math and technology and 
should include comparative samples of non-gifted adolescents. Second, components of 
the GT-ASC II instrument should be enhanced. Items could be expanded to reflect 
participants’ responses as to which best practices have been occurring with them and 
their level o f effectiveness per domain area: academic, career and personal/social
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Gifted and Talented 259
counseling. In effect, the GT-ASC II could easily be broken into three or four separate 
instruments so that the reliability and validity of each, when used with gifted and talented 
adolescents, could be established.
Another branch o f inquiry would be the counseling relationship. Future research 
in this area could include investigations into the degree to which the type o f “crisis” 
impacts the gifted student’s decision to seek school counseling, gifted students’ 
satisfaction with the counseling relationship, and which orientations and techniques (ie. 
Solution-focused, cognitive, Adlerian, etc.) used by counselors o f gifted students are 
found to be the most beneficial in meeting their needs and concerns. Studies which elicit 
school counselors’ ideas and thoughts on how they work with gifted students would be 
most useful. Responses to instruments created to elicit these ideas could be matched with 
the responses o f gifted students with whom those school counselors work.
Qualitative studies are greatly needed to capture the voice o f the gifted and 
talented student as he or she experiences school counseling. Cross-sectional research that 
can determine differences in how gifted students are served by their school counselors 
across elementary, middle and high school levels is sorely needed as is longitudinal 
research which can track changes in services, student experiences, and student need over 
time. Lastly, intervention research focusing on training of school counselors in gifted and 
talented education and psychology can illuminate both fields by its attempts to determine 
definitively if the level of awareness, knowledge and skill o f school counselors makes a 
difference to their service delivery, gifted student achievement and satisfactory 
experience.
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All of the above efforts can be framed in the need for trained counselors to 
facilitate the talent development process as proposed by Gagne (2003) by the 
identification and nurturance o f signature strengths which will help gifted students meet 
future “predicable crises” and their application towards a meaningful and authentic life as 
suggested by Seligman (2002). Robinson, Reis, Neihart and Moon (2002, p.284) also 
offer Positive Psychology as a field within which counseling and gifted education can 
partner such that future collaborative research can “maximize understanding and 
encourage the enhancement o f human assets, such as those that gifted children possess, to 
promote the progression of intelligence into wisdom, energy into commitment and 
promise into fulfillment” .
This study attempted to inform practicing high school counselors about the unique 
needs of gifted students and how they might be addressed in school counseling. 
Suggestions included specific strategies or ideas for high school counseling programming 
that could be woven into what the school counselor is already doing in alignment with the 
ASCA (2002) National Model and NAGC’s standards for social and emotional guidance 
and counseling. This investigation into how gifted and talented adolescents experience 
high school counseling also proposed new ideas for how student counselor preparation 
could include the appropriate awareness, knowledge and skills necessary to work with a 
population which student counselors will encounter in practica and internship experiences 
and in their future placements.
The multiculturally competent school counselor, as “nourisher”, “wise friend” and 
advocate, through their awareness of gifted needs, knowledge of gifted psychology and 
development in the academic, career and personal/social arena, can skillfully provide the
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programs and services the gifted child needs in order to foster his or her unique signature 
strengths which can subsequently adapt and change the school institution in which the 
gifted child resides to be an environment of justice and care. Interactions which foster the 
positive psychology of the gifted adolescent may lead him or her to discover what they 
wish from a full and meaningful life which incorporates service to a higher purpose and 
the reciprocity o f the manifestations o f their gift to their society.
Last, and most importantly, this study captured the voices of the gifted and 
talented adolescents to be heard with their opinions about what they need and value from 
their school counseling experiences. The mind and spirit of the gifted child can be 
encouraged in a school institution which prizes the signature strengths and talents of that 
child. Without the voice of the gifted child however, the school counselor and school 
counseling as a field is lost in determining what changes need to be made. The goal of 
this study was to help facilitate the original mission o f counselors and school counselors 
specifically in their quest to nurture the signature strengths o f the gifted student by 
broadcasting the voice of the gifted student which relays their concerns, their joys, and 
their hopes for the future school counseling experience of gifted students. Dockery
(2005) writes:
“Without developing appropriate guidance and counseling programs to meet the 
needs o f all gifted adolescents, we will face the difficulties of the twenty-first 
century without our greatest resource, that o f the intellect, understanding and 
promise o f the most highly able students we educate” (Dockery, 2005, p.7).
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Appendix A
Areas Identified in the Literature as Potentially Challenging 
to Gifted and Talented Students
Areas of Identified as Potential
Challenge/Counseling Need Cited in the Literature By
Societal/Educational Understanding o f  Gifted 
Psychology and Traits Including:
• Asynchrony
• Pathological view of giftedness
• Confusion about meaning of giftedness
• Introversion





• Advanced sense of humor/sarcasm
Common Myths Attached to the Gifted Delisle & Galbraith, 2002
• Gifted students, because they are gifted, 
can handle everything
• Gifted students do not need to work hard, 
it just “comes to them”







Betts, 1986; Cross, 2004; Ford, 1989; 
Gallagher, 2003; Garland & Zigler, 
1999; Gust-Brey & Cross, 1998; Kaiser 
& Bemdt, 1985; Keiley, 2002; Niehard, 
1998; Robinson, 2002; Dockery, 2005
Dauber & Benbow, 1990;
Hollingworth, 1942; Meyers & Pace, 
1986; Dabrowski, 1972; Delisle, 2986; 
Colangelo & Fleuridas, 1986; Levine & 
Tucker, 1986; Lindstrom & VanSant, 
1986; Lovecky, 1986; Miller & 
Silverman, 2002; Robinson, 2002; 
Santmire, 1990; Silverman, 1993; 2004
Self-Concept
• Awareness, understanding and 
acceptance of self
• Labeling
• Society’s view of gifted individuals as 
assets
Ablard, 1997; Betts, 1986; Colangelo & 
Assouline, 2000; Colangelo, 2003; 
Delisle, 1986; Kerr, Colangelo & 
Gaeth, 1998; Manaster, Chan, Watt & 
Weihe, 1994; McCoach & Siegle, 
2003; Norman, Ramsay, Roberts &
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• Degree of intensity of gift
• Ambivalent feelings about giftedness
• Perceptions of others as impacted by 
degree of familiarity
• Being treated differently
Interpersonal and Peer Relationships
• Awareness, understanding of others
• Communication skills
• Discussion skills
• Group interaction skills
• Conforming and non-conforming 
behavior





• Awareness of others of gift
• Managing the gifted “stigma”
• Blending in
• Self-disclosure




• Maintenance of high activity level
• Problem-solving
• Support-seeking
• Self-identification as intellectual




• Altered family roles
• Parent self-image
• Information on giftedness and 
programming opportunities
• Expected support from
Martray, 2000; Peronne, 1986; 
Robinson, 2002
Betts, 1986; Colangelo, 2003; Cross & 
Coleman, 2001; Hollingworth, 1942; 
Meyers & Pace, 1986; Rimm, 2003
Brown & Steinberg, 1990; Coleman, 
1985, 2005; Cross, 2004; Cross, 
Coleman & Terharr-Yonkers, 1991; 
Dauber & Benbow, 1990; Dockery, 
2005; Garland & Zigler, 1999; Gross, 
2002; Kerr, Colangelo & Gaeth, 1998; 
Manaster, Chan, Watt & Weighe, 1994; 
Plucker, 1998; Preuss & Dubow, 2004; 
Rimm, 2002; Swiatek, 1995, 1998, 
2001;
Alsop, 1997; Bloom 1982; Colangelo, 
2003; Colangelo & Assouline, 2000; 
Colangelo & Detmann, 1983; Freeman, 
2000; Hackney, 1981; Keirouz, 1990; 
Ross, 1979;
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community/school
• Perception of gifted label
• Boundary enmeshment
• Complications in sibling relationship
• Relationship to school








• Need for self-examination
• Information
• Mentor/Guide
• Intersection o f vocation and identity
• Vocation vs. avocation
• Foreclosure
• Procrastination
• Fear of failing/disappointing
• Opting for safe choices
• Family/self values
• Future contributions
Achter, Lubinski & Benbow, 1996; 
Benbow& Lubinski, 1998; Betts, 1986; 
Blackburn & Erickson, 1986; Delisle, 
1986, 1992; Frederickson, 1986; 
Frederickson & Rothney, 1972; Go wan, 
1980; Greene, 2002; Kerr, 1990, 1994; 
Kerr & Cohn, 2002; Passow, 1980; 
Peronne, 1986; Rysiew, Shore & Leeb, 







• Perceived forced choice
• “Dumbing down”
• Display o f talent vs. perceived 
competition
• “Redshirting”
• Standards of success
• Lack of role models
• Lack o f initiation rites into manhood
• Stereotypes
• Expression of emotion
Blackburn & Erickson, 1986; 
Csikszetmihalyi, 1996; Hebert, 2000, 
2002; Kerr, 1994; Kerr & Cohn, 2002; 
Kerr & Nicpon, 2003; Reis, 2002; 
Robinson, 2002;
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Experiences o f  Culturally Diverse Gifted 
Students








• Lack o f appropriate multicultural 
curriculum
Banks, 1999; Clark, 2002; Cross, 1995; 
Day-Vines, Patton, Queck & Wood, in 
press; Evans, 1993; Ford, 1994, 1995, 
2002, 2003; Ford & Harris, 1999; 
Fordham & Ogbu, 1998; Kerr, 
Colangelo, Maxey & Christiansen, 
1986; Lindstrom & VanSant, 1986; 
Sue & Sue, 1990; Townsend & Patton, 
2005;
Perfectionism and Fear o f  Failure
• Desire for high achievement




• Not having all the right answers
• Existence/validation based on 
performance
• Opting for low-risk situations
• Coping with non success
• Locus of control
• Entity theory
• Coping with constructive criticism





Adler, 1956; Baker, 1996; Barrow & 
Moore, 1983; Barrow & Blackburn & 
Erickson, 1986; Betts, 1986; Bransky, 
Jenkins-Friendman & Murphy, 1987; 
Bums 1980; Dweck, 2000; Hamacheck, 
1978; LoCicero & Ashby, 1999; 
Mendalgio & Pyryt, 1996; Pacht, 1984; 
Parker & Adkins, 1999; Peronne, 1986; 
Reis & McCoach, 2002; Rimm, 2003; 
Robinson, 2002; Schuler 2002; 
Silverman, 1993;
Academic
• Early entrance into school
• Appropriate schooling/curriculum
• Boredom/lack of stimulation
Adolescence
• Disequilibrium
• Ownership of talent
• Dissonance between self-expectation 
performance
Colangelo & Flueridas, 1986; 
Hollingworth, 1942
Buescher, 1985; Buescher & Higham, 
1990; Clark, 2002; Dockery, 2005; 
Peterson, 2003; Santmire, 1990; 
Schultz & Delisle, 2003;
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• Identity exploration/Premature identity
• Engagement in school/community
• Self-doubt
• Expectations of self/others
• Finding like-minded peers
• Lack of guides/mentors




• At-risk gifted youth
Carlson, 2003; Clark, 1997; Connell & 
Wellborn, 1994; Colangelo, Assouline, 
Baldus & New 2003Davis & Rimm, 
1985; Ford, 2003; Olenchak & Reis, 
2002; Ries & McCoach, 2000; Rimm, 
1998, 2003; Schiff, Kaufman &
Kaufman, 1981; Seeley, 2003; 
Silverman, 2005; Whitmore & Maker, 
1985;
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Appendix B
Table of Findings and Contributions in Relevant Literature




• Hereditary Genius credited as earliest endeavor into 
research on intelligence
• Eminent people appeared to come from eminent families
Binet
1900
• Introduced concept o f mental age




• Genetic Studies o f  Genius provided longitudinal tracking of 
gifted students using IQ measures, social-emotional 
development, physical health and life style satisfaction




• Work at Speyer School indicated that as IQ increased over 
150 so did adjustment concerns






• Analyzed lives of eminent artists, leaders, scientists
• “Psychoneurosis is not an illness”
• Psychology should encourage and promote a person’s 
ability towards self-help
• Manifestations of creativity do not require cures
• Symptoms typically ascribed to pathology were, in the 
cases o f the gifted, a part of the quest for higher levels of 
development
• Theory o f Positive Disintegration
• PD acknowledged gifted child’s “Developmental potential” 
and the concept o f asynchrony
• Inner conflict and struggle are a part of development
• 5 Overexcitablities or threshold areas (Psychomotor, 
sensual, intellectual, imaginational and emotional)
Giftedness as a Social Construct
Sternberg
2003
• Intelligence or “g” as analytic, practical and synthetic 
intelligences
• Noted that “successful intelligence” is a cultural issue
• Culture defines what is important and appreciated
• Success as a personal standards
Gardner
2003
• Understanding giftedness through characteristics and 
qualities that society recognizes, rewards and values
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• Creativity, production, and proficiency
• Mitigating factors o f performance and production: general 




• Understanding giftedness through characteristics and 
qualities that society recognizes, rewards and values
• Creativity, production, and proficiency
• Mitigating factors o f performance and production: general 
ability, special aptitude, nonintellective requisites, 
environmental supports, chance
Giftedness as Talent Development
Gagne
2003
• No need for distinct labels of “ability” and “developed 
skill”
• Giftedness equating to untrained, spontaneously expressed 
abilities in at least one domain area
• Talent equates to superior mastery of developed abilities 
and skills
• Both identify top 10% of age peers as being gifted or 
talented
• Four domains of Natural Abilities: intellectual, creative, 
sociaffective, sensorimotor translate into fields of 
academics, arts, business, leisure, social action, sports and 
technology
• Translation of abilities through developmental process 
of learning and practicing
• Developmental process impacted by interpersonal factors 
such as health, motivation, self-management and 
personality and environmental factors such as milieu, 
persons, provisions, and events
• Add chance as a mitigating factor
Gifts ant Talents as Psychological Buffers and Strength Areas
Seligman
2002
• Assumes that many traditional psychological and 
counseling approaches view people from a pathological or 
illness standpoint
• Combination of wellness, asset and resiliency models
• Symptom eradication is not enough
• Goal of Positive Psychology is the finding and 
development of the individual’s strengths, talents and 
virtues which can facilitate their individual optimum 
level of functioning
• Primary pillars include: 1. the study of positive emotions, 
2. the study of positive traits, specifically strengths and 
virtues, but also intellectual and athletic abilities, 3. the 
study o f institutions (such as democracy, the family etc)
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which support the strengths and thus support positive 
emotions
• Primary (and historic) mission of psychologists is to make 
the lives of ordinary people more productive and fulfilling, 
and to identify and nurture exceptionally talented 
youngsters
• Individuals seek meaning in their lives.
• Four types of “lives” which build in complexity to the 
degree to which the individual uses his/her signature 
strengths to obtain gratification and authenticity, towards 
the life characterized by service to a cause larger than him 
or herself
• Discovery of signature strengths act as buffers to potential 
psychological disorders and are the cornerstones o f building 
resilience
• Identification of 24 signature strengths, 10 of which 
typically characterize the gifted student (love of learning, 
curiousity, critical thinking, divergent thinking/originality, 
industry, sense o f justice, desire for excellence, spirituality, 
passion, and keen sense of humor)
Renzulli
2003
• “Houndstooth” background to the three-ring gifted concept 
of ability, task commitment and creativity. Background is 
the complex interactions between personality and 
environment.
• Examination of sources of gifted behaviors
• Schools become vital part of identification of signature 
strengths (or not)
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• Use of Sanford-Binnet
• Debunked some myths o f gifted people while implying others
• Compilation of attributes, intellectual and personality traits
Hollingworth
1942
• Noted social-emotional adjustment of highly gifted students
• Asynchronous development
• School as a context of development
• Noted that boredom, difficulty forging peer relationships, 
asynchrony, and cynicism were tied to school environment
• Social-emotional development corresponds to educational 
environment and degree o f gift
Lovecky
1986,1993
• Through studies o f gifted people with IQ over 130 who were 
psychotherapy clients, and also based on the studies o f Terman 
and Hollingworth proposed that the predominant characteristics 
of the gifted include divergent thinking, excitability, sensitivity, 
perceptiveness and entelechy.
• Other intellectual and personality characteristics which are 
common to the gifted and are “dynamically interrelated” to all 
other personality traits include but are not limited to the 
following: exceptional reasoning ability, insight, curiosity, rapid 
learning rates, need to understand and for mental stimulation, 
imagination, perfectionism, advanced sense of humor, 








• Female fear of success
• Multipotentiality




• Need to achieve
• Locus o f control
• Career concerns post K-12
Betts
1986
• Awareness, understanding and acceptance o f self
• Awareness, understanding o f others
• Interpersonal skills including communication
• Interviewing skills, discussion skills
• Conflict reduction skill
• Group process and interaction skills
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• Creativity
• Relaxation and visual imagery
• Problems being gifted
• Nurturing environments and people
Delisle
1986
• Societal expectations to achieve
• Differential development of intellectual and social skills




• Concerns about educational provision and enrichment after 
identification
• The effects of labeling
• Early entry into formal schooling
• Potential for society to view gifted students as assets and 
resources and not as children
Silverman 1993 • Feeling different
• Confusion about the meaning of giftedness
• Lack of understanding from others





• Issues stemming from gifted students’ asynchronous development 
from average age peers as well as uneven development in 
different domains (cognitive, affective, behavioral)
• Affective regulation or common psychological responses based 
on the typical traits and characteristics o f gifted students 
including perfectionism, underachievement, indecision and 
multipotentiality
• Gifted students with special needs such as gifted females, gifted 
students from racial or ethnic minority groups, gifted students 
who are gay, lesbian or bisexual, and gifted students with learning 
disabilities.
General Well-being and Adjustment
Kaiser & Berdt, 
1985; Keiely, 
2002; Gust-Brey 





• Research weights equally on whether or not gifted students are 
more or less at risk for mental illness or other disorders than their 
non gifted peers
• Some literature contends that the greater the gift the more likely 
gifted students have to cope with adjustment and psychological 
concerns
• Research suggests that psychological well-being is related to the 
type o f gift, the educational fit, and personality characteristics 
such as temperament and self-perception as well as life 
circumstance.
• The factor of educational fit and placement should not be 
underestimated as in impact on a gifted student’s adjustment.
• Some gifted students are cahlelnged by stress and confusion as a 
result of their giftedness, especially verbally talented youth
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& Siegle, 2003; 
Kerr, Colangelo, 




• Results of studies in this area mixed due to breadth of construct, 
comparisons between groups of gifted and non gifted individuals, 
and instrumentation
• Most research comparing gifted and non gifted students have 
indicated gifted students have higher self concepts especially in 
the area o f academic talent
• Gifted students seem to experience a decrease in self-concept 
scores between middle and high school, especially gifted girls
• Gifted students increased in their feelings of anxiety and isolation 
as they progressed through high school
• With regard to academics, gifted students perceived giftedness as 
positive, but regarded giftedness as negative in relation to peer 
relationships
• Gifted students are aware of their peers’ perceptions o f them
• The degree of positive attitudes toward gifted students increase 
with the level of familiarity of the student





Watt, & Weigh, 







• The degree to which gifted children have positive social 
experiences seems to vary based on age, educational 
environments, and their gifts
• Gifted students based their chosen social strategies and degree of 
information disclosure about being gifted based on the level of 
potential stigmatization for being gifted in that situation
• Gifted students do not want to have that orientation underscored 
to the point where it sets them apart from their peers
• Students viewed themselves positively but also believed that they 
were treated differently by their classmates.
• For some gifted students the level of their academic performance 
may correlate with the degree to which they can accept 
themselves or feel others accept them
• Gifted children would report more problem-solving and support- 
seeking strategies than typical children
• Gifted students employ a variety o f coping strategies depending 
on the nature of the event and perhaps depending on the gender of 
the gifted student.
• Highly gifted students report having few or no friends of their 
ability level
• Highly gifted students are aware of peer perception and report 
hiding or purposely underachieving
• Swiatek proposed seven proposed social coping strategies (denial 
of giftedness, using humor, maintaining a high activity level, 
denying a negative impact of giftedness on peer acceptance, 
conformity, helping others and minimizing one’s focus on 
popularity) were supported as viable coping strategies.
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Experiences of Culturally Diverse Gifted Students
Ford, 2002; 
Evans, 1993; Sue 













Patton, Queck & 
Wood, in press; 
Fordham & 
Ogbu, 1998;
• Culturally diverse students remain severely underrepresented in 
gifted programs, anywhere between 50 and 70%
• Several causal factors have been attributed to the lack of students 
in gifted programs including biased attitudes and assumptions 
about children from minority backgrounds such as “cultural 
deficiency” and “deficit thinking, failure to recognize attributes 
that constitute giftedness, and culturally biased tests and/or 
narrowly constructed assessment procedures
• Culturally diverse gifted students contend with the lack of 
multiculturally competent educators and appropriate curriculum
• Challenges for culturally diverse gifted students include academic 
and social self-concept, social injustices, discrimination, 
psychological issues, and difficulties racial identity development 
including attempting to fit in among different and competing 
cultures
• Students from minority backgrounds often confront educational 
stereotypes about giftedness, and are frequently put in the position 
of having to choose between being identified as gifted or opting 
out of gifted services due to the stigma of “acting white” or 
identifying with mainstream American cultural and educational 
values rather than that of their cultural heritage or the values of 
their social peer group
Gender Identity
St. Clair, 1989; 
Colangelo, 2003; 





Kerr, 1994; Kerr, 




• Gifted girls may believe that by behaving “smart” they risk 
intimate relationships with men who may feel threatened by their 
talent if  they are perceived as competing with them
• Parental expectations are important to gifted females and can 
influence future decision-making
• Gifted males and females encounter certain expectations by 
classroom teachers including beliefs that gifted males are more 
competent in critical and logical thinking
• Gifted females have been perceived by teachers as being more 
high-strung, emotional and gullible
• Gifted females believe they must work harder for academic 
success
• Gifted females have entered traditionally male-dominated 
domains and have then inherited problems such as self- 
destructiveness, substance abuse, and violence
• Gifted females still encounter the dilemma of a perceived force 
choice between family and career and often the compromising of 
their dreams, their partner’s lack of support and discrimination in 
the work place
• The practice o f “redshirting” or holding young gifted boys back
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from kindergarten in order to ensure social acceptance
• Gifted boys do not receive any initiation rites into manhood or 
preparation for becoming part of their community
• Many gifted young men experience alienation and depression
• Gifted men also encounter the “achievement” stereotypes of 
masculinity in both work and relationships
• Self-belief is a critical factor for gifted male success
• Some gifted males believe that being able to be emotionally 












• Families are essential context for talent development
• Families facilitate talent identification and nurture the talent 
through resources, practice and teaching
• Family culture has its own norms and belief systems
• Having a gifted child presents its own set of challenges
• Main concerns of families of gifted students include the alteration 
of normal family roles, issues between family and community, 
and family and school, altered parental self-concept, and 
necessary adaptations
• Parents are ambivalent about the gifted label
• Giftedness can become the family “organizer”
• Boundaries between family members can become diffused
• Competition for time and resources, guilt and the ability to 
provide enrichment are all concerns of parents
• Giftedness can disrupt sibling relationships
• Parents will confront challenges with schools’ willingness and 
ability to meet gifted students’ needs and may face lack of 
information from the schools about what giftedness is
• Parents may not feel supported by the schools and community














• Inadequate course preparation in middle and high school all 
interacted to put gifted students in career tracks (or no track at all) 
which left them feeling unsatisfied, confused, unhappy and which 
did not benefit society as a whole
• As the gifted student was exposed to more information about 
fields of study and more awareness of his or her own ability, the 
choices became almost overwhelming in the breadth and scope of 
what the student could do
• Idea based on high ability, competency, and equal interest and 
intensities across educational-vocational interests seems to affect 
almost all gifted students
• There is an established need for self-examination and exploration 
o f interests and values pertaining to the world of work as early as
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1986; Gowan, 
1980; Benbow & 
Lubinski, 1998; 
Kerr 1991a, 
1994; Kerr & 
Cohn, 2002;
pre-adolescence
• For many gifted students career choices mean a question of 
identity
• Foreclosure and procrastination are both common experiences of 
gifted students with career paths
• Gifted students need help in decision-making and understanding 
the degree of planning, time, resources and perseverance some 
career paths require
• Decision-making about colleges and career is influenced by 
gender issues
• Conceptualizations of success, earning ability, status and family 
expectations are challenges to gifted students in their future 
planning
• Concentrated efforts at intervention through guidance can help 
students make sense of their abilities and career decisions
Perfectionism and Fear of Failure
Orange, 19971 
Parker & Adkins, 
1999; Mendaglio 



















• Perfectionism is a multidimensional concept
• There is no one agreed upon definition o f perfectionism in the 
literature
• Perfectionism can be positive and negative or behaviors can be 
seen on a continuum from normal to neurotic
• Some researchers have proposed a difference between 
empowering and disabling perfectionism
• Perfectionism has been conceptualized as either a pathology or an 
inherent striving towards achievement
• Research in the lives o f eminent people suggests that 
perfectionism is a theme which enables some people to high 
levels of aspiration
• Gifted students tend to be more perfectionist than their non gifted 
peers
• Gifted students can demonstrate perfectionist behaviors which are 
misconstrued by educators
• Some students base self-acceptance on success, achievement or 
perfection
• Gifted students may opt out of challenging situations in order to 
avoid risk taking or non-success
• Gifted students often face paralysis or frustration by a lack of 
success
• Fear o f failure has been cited as a cause of underachievement
• Implicit theories of intelligence or entity theories may cause 
gifted students to believe they must be perfect or look as though 
they are
Adolescence
Schultz & • Adolescence is a critical juncture in which gifted students attempt
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to gain a sense of self and how their gifts will be applied in the 
future and their future contribution to society
• Adolescence is a natural developmental period of disequilibrium
• Adolescence experience growth in different arenas and a desire to 
individuate from parents and find a peer group
• Challenges in adolescence for gifted students may include 
ownership of talent, dissonance between self-expectations and 
performance, risk-taking, competing expectations, impatience and 
premature identity
• Gifted students may have the capacity to see alternatives and 
relationship patterns and tolerate ambiguity but they may not have 
the capacity or skills to cope with new insights on multiple levels 
simultaneously
• Gifted adolescents frequently contend with inappropriate or 
unchallenging curriculum, expectations of family o f origin, and 
underachievement
• Peer relationships may be misunderstood by adults if gifted 
students prefer few friends of equal ability instead of large groups
• Few gifted adolescents have the appropriate guides and mentors 
needed at this developmental period.
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Counseling the Gifted Student





• Parents, counselors, teachers, related professionals 
believed that differentiation of services for gifted students 
and families was important.
• Of note were the needs for testing and assessment, 
guidance services, counseling services, training of 
personnel and consultation.
• Of highest importance was counseling of adolescents.
• Concerns were peer relationships, emotional/social 
adjustment, stress management, work/school relationships, 
underachievement.
• Personnel need to be trained in needs and psychology of 
gifted children.
Current Service Providers of Counseling to the Gifted Student
Centers for Talent Development
Colangelo, 
2003; Sajjadi, 






• John Rothney: Wisconsin Guidance Laboratory (GIFTS)
• John Gowan: Gifted Child Creativity Classes
• Tannenbaum & Goldberg: Talent Youth Project
• James Webb: Supporting the Social-Emotional Needs of 
the Gifted (SENG)
• Barbara Kerr: Guidance Laboratory o f the Gifted and 
Talented
• Linda Silverman: Gifted Child Development Center









• Parents of gifted children face unique stressors due to the 
child’s giftedness
• Families are an integral part of the talent development 
process
• Gifted children of families view counseling as something 
focused on them because they believed they were the 
problem
• Gifted children of these families also expect that the 
majority of counseling would be adult-oriented, that they 
would not be asked to participate and that counseling was a 
punishment.
• Families expect that they would be assessed on emotion 
and communication, with the goal of “fixing the child at
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school”
Adjustment, recommendations for parenting, and coping 
with “typical” gifted issues were among the goals families 
had for counseling
Family counselors do not typically have training in gifted 
needs
Counselors can fall prey to common myths and stereotypes 
about the gifted
There is no definitive research which supports that family 


















Individuals have a wide range o f counseling orientations 
from which to choose
Counselors and therapists are trained in human 
development, techniques, treatment modalities, and 
facilitation of the counseling relationship among other 
areas
Rogers suggested that the core areas of the counseling
relationship include empathy, genuineness, and
unconditional positive regard
Silverman summarizes the core conditions as the
counselor’s respect for human beings
Multicultural competency literature states the counselors
need the appropriate awareness, knowledge and skills to
work with diverse client populations
Pederson’s argument for awareness, knowledge and skills
can be extrapolated to counselors working with gifted
populations
Few counselors and therapists have training in gifted 
psychology, development, education and critical issues 
thus differentiation of services is rendered difficult if  not 
impossible
Students placed a strong emphasis on the “act of talking 
itself’ and reported helpfulness of both cognitive and 
affective techniques
Areas o f importance as perceived by the adolescent 
participants which included the doctor-patient 
relationships, treatment, the mental health system and the 
environment of the hospital or clinic in which they were 
treated.
Both the adolescent client and the counselor “believed that 
the trustworthiness of the counselor was the most 
important factor in whether or not the adolescent” would 
seek counseling._________________ ________
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• There are discrepancies between what the counselors felt 
was important in terms of the presenting problem and what 
the adolescent client felt was actually o f importance.
• There is a significant dearth of information as it pertains to 
the analysis of effective treatment with adolescents
 Teachers of the Gifted_________________________
Teachers of the gifted have commonly worked as 
counselors and guides to the gifted as well 
General educators may be biased towards the gifted 
Teachers of the gifted have received appropriate training in 
gifted psychology and education as well as curricula 
differentiation
Teachers of the gifted have skills and resources for 
interventive techniques such as bibliotherapy, discussion 
groups, special projects, career exploration, tutorials and 
role-plays
Teachers can support and encourage parents of the gifted 
Teachers of the gifted have advantages such as providing 
counseling in the context of the classroom, the ability to 
decrease student perception that feelings and emotions are 
segregated from the classroom, providing context in which 
gifted children can share with other gifted children, can 
offer positive reinforcement on a consistent basis 
Characteristics o f good teachers o f the gifted include, 
having a mission, empathy, rapport, the ability to see and 
perceive students on an individual basis, listening, 
investment, excitement about learning, activating learning, 
innovation, gestalt, objectivity and focus 
Gifted students need a good listener who can offer insight, 
a new perspective, recognize and develop individual 
strengths, see problems from student perspective, and 
provide room for exploration and growth_______________









Vialle, & Clark, 
2000; Silverman 
1993b
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Eight important factors in school counselors knowledge 
and perceptions including: understanding of gifted 
students, counseling gifted students, fairness of meeting 
gifted needs, rationale for meeting giftedness, unique 
characteristics of the gifted, time constraints, adjustment 
of gifted students and the idea that gifted students may 
experience certain kinds of issues that are unique to them 
because o f their gifted characteristics.
The degree to which school counselors were aware of 
gifted needs and knowledgeable about psychology, 
development and education the more likely they were to 
involve themselves with their gifted student.
The more years experience school counselors had the 
more likely they had knowledge about gifted issues via 
professional development.
Counselors in specialized schools for the gifted report 
using interventive techniques 
Some counselors do not see a difference in needs 
between gifted students and non gifted students 
Counselors in specialized schools attribute elevated stress 
and depression in students to challenging setting 
School counselors felt they were more effective with their 
gifted students when they differentiated their counseling 
in terms of pace, depth, novelty, and complexity to the 
students’ developmental level.
However, school counselors also reported that they felt ill 
prepared to meet the needs of gifted students. Other 
analyses revealed that school counselors were already 
doing many of the activities needed by gifted students 
including advocacy for modifications, assessment, career 
exploration, facilitating interpersonal relationships, and 
understanding o f student gifts.
Evidence supports the idea that gifted teens believe that 
while school counselors are available and appropriate for 
others, they are not for them as a gifted students 
Many gifted students believe that counseling services are 
for the “other kids”, those “in trouble” or “with 
problems”
However, some gifted students from at-risk, minority or 
low socio-economic status, are the “other kids” with high 
ability, the students who are the first to be commended
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for success, seek scholarships, and get assistance with 
college applications
Past Service Delivery Models
Baker, 2000; 





• Jesse B. Davis: Vocational and moral guidance
• Frank Parsons: Vocational guidance
• Mental health paradigm
• Client-centered paradigm
• The “three C’s” of counseling, consultation and 
coordination
• Student development model
• K eaf s eclectic model
• Myrick: crisis, remedial, preventive and developmental 
paradigms
• Gysbers & Henderson: Comprehensive Career 
Development Guidance Program











• Suggests counselor involvement with gifted students in
the following manner:
1. identification o f gifted and talented students,
2. avocation for the inclusion of activities that address 
the academic, career and personal/social needs of the 
gifted,
3. assistance in promoting the understanding and 
awareness of special issues that affect gifted and 
talented students,
4. providing both individual and group counseling,
5. providing recommendations and resources for 
programs and materials
6. engaging in professional development in order to 
increase school counselor skill.
• Emphasizes school counselor accountability
• Stresses school counselor as an advocate for all students
• Provides cohesive mission for school counselors
• Outlines roles and functions of school counselors
• Developmental: Ericksonian and Piagetian
• Dabrowski’s Positive Disintegration Theory
• Pupil reference model: incorporation of learning style and
preference
• Organism-environment interaction model
• Intellectual/affective need based with goals and
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1997; Cross & 
Coleman, 2001
objectives
• “Coming to know” information model
• Developmental with emphasis on teaching, wellness and 
preventive orientations
• Developmental/ Dabrowskian: Validate, support and 
reframe existing behaviors, academic, career and life 
planning around student cognitive needs, psychosocial 
counseling “focusing on the preservation of affective 
differences”
• Developmental/Dabrowskian: Counseling goals: 1. moral 
outcomes such as courage, altruism and compassion, 2. 
achievement outcomes such as potential contributions, 3. 
well-being outcome such as self-efficacy and autonomy
• Identity development, systems and contexts; validation, 
affirmation, affiliation and affinity
• Descriptive and heuristic model, identity management, 
stigma coping







• Address following gifted concerns listed by gifted 
students: 1. no one explained what giftedness meant, 2. 
school was too easy and often boring, 3. both adults and 
peers expected perfection from them, 4. friends who were 
understanding were hard to find, 5. they were frequently 
teased about being gifted 6. they felt overwhelmed by the 
choices concerning what they could do in life, 7. they 
knew they were different and therefore felt alienated, 8. 
they worried about problems on a global level but felt 
helpless to resolve them
• Address feeling different, confusion about meaning of 
giftedness, lack o f understanding o f others, fear of 
failure, perfectionism, existential depression
• Familiarity o f school district’s definition o f giftedness
• Knowledge of gifted psychology and critical issues





Reis & McCoach, 




• Awareness of program and class options including honors 
classes, IB, AP
• Skill streaming in decision-making, time management, 
organization and study skills
• Awareness of gifted students’ experiences in general 
education classrooms
• Use of bibliotherapy
• Use of small groups for academic success
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• Discussions of what the terms success, achievement, 
excellence and perfection mean







Rysiew, Shore & 
Leeb, 1999; 
Greene 2002;
• Need for mentors in field of student talent
• Shadowing, apprenticeships, internships
• Volunteer and service learning
• Designing career paths based on talents and interests
• Conversations about careers as flexible
• Conversations about lifestyles
• Identification of student values and learning styles




• Exploration of gender/race concerns














• Understanding of their strengths and weaknesses
• Self-acceptance and recognition of their limitations
• A commitment to nurturing their abilities
• The development o f internal locus of control
• Acceptance of mistakes as learning experiences
• Conflict resolution skills
• Problem-solving skills
• An awareness, understanding and acceptance of others
• Communication skills
• The ability to be assertive rather than aggressive
• Interpersonal skills
• Leadership and decision-making skills
• Knowledge of stress reduction
• An ability to view themselves and events with humor
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Appendix C
Best Practices of Counseling the Gifted Student and 
Corresponding Items in GT-ASC I Pilot Survey
Best Practices of 
Counseling Gifted 
Students
The Counselor for the 
Gifted: Characteristics
• Addressing o f client 
concerns
•  Counselor support
• Counselor 
understanding
•  Counselor empathy
• Rights and respect





• Provision o f  
encouragement
• Active listening
The Counselor for the 
Gifted: Required 
Knowledge/ 
Understanding o f Gifted 
Traits
• Love of/passion for 
learning
•  Depth/Intensity o f  
feelings
• Drive/motivation to 
achieve
•  Desire to understand
• Asynchrony
•  Dyssynchrony









To what extent did you feel that:
3. your concerns were dismissed
4. your time was well spent
5. you were supported and encouraged
6. you were misunderstood
To what extent do I  believe the counselor:
7. was empathic towards my concerns
8. tried to “fix” or “cure” me
9. genuinely desired to understand me
10. told me/implied I was worried about nothing
11. took time to truly listen








To what degree did I feel that the following were 
understood in counseling:
13. my love of learning
14. the depth of my feelings
15. my drive and motivation to achieve
16. my desire to understand things
17. that not all parts of myself work at the same 
level
(ex.: my thoughts are way ahead of my feelings)
18. my sensitivity
19. my need for time alone
20. my personal philosophy/what I believe to be 
important in life
To what extent were the following discussed in 
counseling?
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• Understanding of the 
term “gifted” and its 
personal application
• Discussion of what it 
is like to be gifted










• Coping with 
stereotypes about 
self and others





• Small groups with 
other gifted students
And, to what degree was this helpful/successful 
/effective with you?
Silverman, 1993; 75. the nature and meaning of giftedness
Delisle & 86. ability to produce a high level of work











Jackson & Snow, 
2004; Silverman, 
1993
42. discussion of teachers’ expectations of me
43. discussion of parents/guardians’ expectations 
of me
85. pressure to achieve
59. balancing the expectations others have of me 
91. expectations of others/myself 
99. the expectations I have for myself
81. desire/need to be perfect 
83. struggles with being perfect 
105. the difference between “pursuit of 
excellence”









Franks & Dolan, 
1982;Jackson & 
Snow, 2004; 
Kaiser & Berndt, 
1985; Manaster, 





76. the fact that the word “gifted” can sometimes 
be a stigma
77. fitting in
80. what it is like to be different
82. pressures to hide gifts and talents 
in light of peer acceptance/rejection 
90.being smart and being accepted as male or 
female
65. leadership
88. justice in today’s society
89. contribution to society
To what extent did these components if  any, 
characterize your experience with school 
counseling?
And, to what degree was this helpful/successful 
/effective with you?
22. introduction to other students who shared 
similar concerns or talents
23. recommendations of books that included
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people with similar concerns as me
24. providing mentors
25. referrals to other people or agencies that 
could help me
26. small group discussions
27. practicing or role-playing conversations and 
social interactions
28. internships or apprenticeships











Level of challenge 
Exploration of ways 















& Benbow, 1996; 
Baum, Renzulli 
& Herbert, 1995; 
Carlson, 2004; 
Clark, 1997;
Kerr, 1990; Kerr, 
1991; VanTassel- 





Franks & Dolan, 
1986; Green, 
2002; Kerr, 1990; 
Kerr, 1991
To what extent did these academic components 
i f  any, characterize your experience with 
school counseling?
And, to what degree was this helpful/successful 
/effective with you?
30. academic planning
35. making a blueprint of study that reflected 
my abilities and interests
36. identifying programs and services that met 
my needs inside the school
37. identifying programs and services that met 
my needs outside the school
38. narrowing my options from many different 
talent areas to a few I wanted to focus on
39. test-taking skills
40. awareness of school course offerings
41. discussion of how classes are structured 
and taught
44. discussion of the level of challenge 
and excitement in my classes
45. ideas for outlets of my creative abilities
46. ideas of clubs and extracurricular activities 
that fit my interests
To what extent did these academic components, 
i f  any, characterize your experience with 
school counseling?




48. trips to colleges
49. discussion about what I could do 
and what I wanted to do
50. exploring my many different talents 
and strengths
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51. deciding on a few possible career choices 
that made me feel happy and successful
52. volunteerism and services
53. job shadowing
54. internships or apprenticeships
Techniques for To what extent did these academic components,
Counseling: if  any, characterize your experience with
Personal/Social school counseling?
And, to what degree was this helpful/successful/ 
effective with you?
Interpersonal Skills (self Blackburn & 33. help with interpersonal relationships
with other) Erickson, 1986; 60. setting appropriate boundaries for myself
• Peer pressure Carlson, 2004; 61. communicating with others
• Feeling different Coleman & 62. dealing with hostility from others
Cross, 2001; 68. taking another person’s perspective
Cross, Coleman 71. using humor to defuse conflict
& Terhaar- 78. rules and authority
Yonkers, 1991; 98. how people change and develop
Dauber & 100. the give and take of healthy relationships
Benbow, 1990; 102. acceptance of others
Deslile, 1986; 
Ford, 2003; Ford, 
1989; Franks & 
Dolan, 1982; 
Jackson & Snow, 
2004, Kerr, 1990; 
Kerr, 1991
(both strengths and limitations)
Personal coping skills Colangelo, 2003; 56. problem-solving skills
(self Ablard, 1997; 57. the decision-making process
Betts, 1986; 58. how to set priorities
• Values inner Blackburn & 63. asking for help
conflicts as part of Erickson, 1986; 64. finishing projects I began
growth Ford, 1989; 66. positive self-talk
• Facilitates problem Franks & Dolan, 67. visualization of worst and best case scenarios
solving 1982; Genshaft & 69. how to cope with self-blame
• Stress management Broyles, 1991; 72. how to relieve and cope with stress
• Self-concept Jackson & Snow, 74. sustaining motivation
2004; Kerr, 1990; 79. self-esteem
Kerr, 1991; 84. anxiety about the future
Kaiser & Berndt, 93. how inner conflict is sometimes a part of
1985; Keiley, growth
2002 95. how mistakes are learning experiences 
101. viewing myself and events with a sense of 
humor
Control Keiley, 2002 70. recognizing when I feel out of control
73. identifying things that are in or out of my 
control
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Ford, 1997; Ford, 
2004; Kerr, 1994, 
Kerr&
Colangelo, 1989; 







103. myself as a person of color
104. myself as a many or a woman
94. my strengths and talents
96. different learning styles and preferences
97. personal options and choices
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Appendix D
Definition of Giftedness in the Marland Report (1972)
(Delisle & Galbraith, 2002)
Gifted and talented children are those identified by professionally 
qualified persons who, by virtue of outstanding abilities, are capable of high 
performance. These are children who require differential educational programs 
and/or services beyond those provided by the regular school program in order to 
realize their contribution to self and the society.
Children capable o f high performance include those with demonstrated 
achievement and/or potential ability in any o f the following areas, singly or in 
combination:
—General intellectual ability 
—Specific academic aptitude 
—Creative or productive thinking 
—Leadership ability 
—Visual and performing arts 
—Psychomotor ability
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Appendix E 
1998 VA State Definition of the Gifted 
(Stephens & Karnes, 2000)
"Gifted Students" means those students in public elementary and 
secondary schools beginning with kindergarten through graduation whose abilities 
and potential for accomplishment are so outstanding that they require special 
programs to meet their educational needs. These students will be identified by 
professionally qualified persons through the use of multiple criteria as having 
potential or demonstrated abilities and who have evidence o f high performance 
capabilities, which may include leadership, in one or more o f the following areas:
1. Intellectual Aptitude(s).
Students with advanced aptitude or conceptualization 
whose development is accelerated beyond their age peers as demonstrated by 
advanced skills, concepts, and creative expression in multiple general 
intellectual ability or in specific intellectual abilities.
2. Specific Academic Aptitude.
Students with specific aptitudes in selected academic areas: mathematics; the 
sciences; and/or the humanities as demonstrated by advanced skills, concepts, 
and creative expression in those areas.
3. Technical and Practical Arts Aptitude.
Students with specific aptitudes selected technical or practical arts as 
demonstrated by advanced skills and creative expression in those areas to the 
extent they need and can benefit from specifically planned educational
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services differentiated from those provided by the general program 
experience.
4. Visual or Performing Arts Aptitude.
Students with specific aptitudes in selected visual or performing arts as 
demonstrated by advanced skills and creative expression who excel 
consistently in the development o f a product or performance in any of the 
visual and performing arts to the extent that they need and can benefit from 
specifically planned educational services differentiated from those generally 
provided by the general program experience.
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Gifted and Talented 325
Appendix F
Documents and Information for Student Admission into the 2005 Governor’s 
School Summer Program for Visual and Performing Arts and Humanities 
2005 SUMMER RESIDENTIAL GOVERNOR’S SCHOOLS
VISUAL and PERFORMING ARTS (VPA) PROGRAM
GENERAL INFORMATION AND APPLICATION
(pp. 5-6)
PROCESS FOR SELECTING NOMINEES
Eligibility - General Applicant Criteria
• Must be genuinely interested in attending the Governor's School and have the 
emotional maturity, stability, and self-discipline to live away from home for an 
extended period, and to make sound decisions about time and behavior 
management;
• Must be a tenth- or eleventh-grade student enrolled during the 2004-2005 
academic year in a public or private high school in Virginia; be eligible for 
tuition-free attendance in Virginia public schools; or the applicant's parent(s) or 
guardian(s) resides in the Commonwealth of Virginia;
• Must be recommended by visual and/or performing arts teachers or other 
professionals in the arts who know the student’s artistic capabilities;
• Must rank at or above the 80th percentile on recent standardized test measures, or 
possess a C average for the most recent grade completed, or have a letter of 
commendation from at least one teacher who feels the student would qualify on 
the academic criteria except for unusual situations or conditions;
• Must be identified through the state-sponsored adjudication process;
• Must have been identified as eligible for the division’s gifted program in visual 
and performing arts, when applicable. (See the 1996 Virginia Plan fo r  the Gifted 
for a description o f the categories in which gifted students are identified.);
• Must not be a current applicant to a 2005 Governor’ s Foreign Language 
Academy;
• Must not be a former participant in a Governor’s Foreign Language 
Academy or Summer Residential Governor’s School program. A student who 
participates in an Academic-Year Governor's School or who has participated in 
one of the 20 Summer Regional Governor's Schools may apply; and
• May not have been suspended from school at any time for any reason.
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Gifted and Talented 326
Eligibility - School Requirements
• Each public school division or private school must not discriminate upon the basis 
of religious conviction, race, gender, national origin, disability, or parent/guardian 
occupation. Applications for home-schooled students must be treated in a non- 
discriminatory manner. Applicants selected should reflect the racial and gender 
composition of the sponsoring division or school.
• Each Virginia public high school submitting applications for the school division 
nomination process must be accredited by the Board of Education of the 
Commonwealth o f Virginia. Public schools currently listed as “Accredited with 
Warning” are eligible to submit students. Private schools must be accredited by 
an appropriate accrediting agency. Questions regarding a private school’s 
eligibility should be addressed to the Virginia Council for Private Education 
(www.vcpc.orgt. which annually provides the VDOE with its list of accredited 
high schools.
• Public school divisions must agree to pay the local share o f the cost of the 
program, based on the locality’s current ability-to-pay composite index. Private 
schools are responsible for the local share for their nominated students. The 
private school local share is 50 percent of the respective program tuition, which is 
$1,540 for the VPA program.
Submission of Nominees to the Department of Education
• Public school students must be nominated by the superintendent of the division in 
which they attend school. Elome-schooled students must be nominated by the 
division superintendent of the school division in which they reside. Private 
school students must be nominated by the regional committee serving the school 
they attend. Students who attend schools outside o f the commonwealth but meet 
all other eligibility requirements should contact Barbara McGonagill 
(bmcgonag@mail.vakl 2ed.edu) for nomination and submission information.
• All applicants must be numerically ranked by the school division or by the private 
school region submitting the applications. The nomination form requires 
divisions and private school regions to indicate whether the ranking system used 
is based solely on student scores or if  it is based on multiple criteria. Students 
may not share a rank.
• All applicants must use the form provided by the VDOE and all applications 
become the property of the VDOE once they are submitted in February 2005.
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2005 SUMMER RESIDENTIAL GOVERNOR’S SCHOOLS 
ACADEMIC AND MENTORSHIP PROGRAMS 
GENERAL INFORMATION AND APPLICATION
PROCESS FOR SELECTING NOMINEES
Eligibility - General Applicant Criteria
• Must be genuinely interested in attending the Governor's School and have the 
emotional maturity, stability, and self-discipline to live away from home for an 
extended period, and to make sound decisions about time and behavior 
management;
• Must be a tenth- or eleventh-grade student enrolled during the 2004-2005 
academic year in a public or private high school in Virginia; be eligible for 
tuition-free attendance in Virginia public schools; or the applicant's parent(s) or 
guardian(s) resides in the Commonwealth o f Virginia;
• Should rank at or above the 90th percentile on standardized, norm-referenced 
measures of ability and/or achievement (within the last three years); or rank 
within the top 10 percent o f their class;
• Must have been identified or be eligible for identification for the division's gifted 
program. (See the 1996 Virginia Plan fo r  the Gifted for a description of the areas 
of giftedness.);
• Must not be a current applicant to the 2005 Governor’s Foreign Language 
Academy program;
• Must not be a former participant in a Governor’s Foreign Language 
Academy or Summer Residential Governor's School program. A student who 
participates in an Academic-Year Governor's School or who has participated in 
one of the 20 Summer Regional Governor's Schools may apply; and
• May not have been suspended from school at any time for any reason.
Eligibility - School Requirements
• Each public school division or private school must not discriminate upon the basis 
of religious conviction, race, gender, national origin, disability, or parent/guardian 
occupation. Applications for home-schooled students must be treated in a non- 
discriminatory manner. Applicants selected should reflect the racial and gender 
composition of the sponsoring division or school.
• Each Virginia public high school submitting applications for the school division 
nomination process must be accredited by the Board of Education of the 
Commonwealth o f Virginia. Public schools currently listed as “Accredited with 
Warning” are eligible to submit students. Private schools must be accredited by 
an appropriate accrediting agency. Questions regarding a private school’s
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eligibility should be addressed to the Virginia Council for Private Education 
(www.vcoe.org), which annually provides the VDOE with its list of accredited 
private high schools.
• Public school divisions must agree to pay the local share of the cost o f the 
program, based on the locality’s current ability-to-pay composite index. Private 
schools are responsible for the local share for their nominated students. The 
private school local share is 50 percent of the respective program tuition, which 
can be found on page 12 of this document.
Submission of Nominees to the Department of Education
• Public school students must be nominated by the superintendent of the division in 
which they attend school. Home-schooled students must be nominated by the 
division superintendent of the school division in which they reside. Private 
school students must be nominated by the regional committee serving the school 
they attend. Students who attend schools outside o f the commonwealth but meet 
all other eligibility requirements should contact Barbara McGonagill 
('bmcgonag@mail.vakl2ed.edu) for nomination and submission information.
• All applicants must be numerically ranked by the submitting school division or by 
the private school region. The nomination form requires divisions and private 
school regions to indicate whether the ranking system used is based solely on 
student scores or if it is based on multiple criteria. Students may not share a rank.
• All applicants for selection must use the form provided by the VDOE. 
Applications become the property of the VDOE once they are submitted in 
February 2005.
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Appendix G 
GT-ASC I Pilot Survey
I. Demographics
I. Sex:
2a. State in which you were identified as gifted and/or talented:
2b. Grade level when you were identified as gifted/talented:
1st to 3rd 
4th to 5th 
6th to 8th 
9th to 12th




When you left the school counselor’s office, to what extent did you feel that:
3. your concerns were dismissed_________ _____________ ______________
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable 
to determine
4. your time was well spent
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable 
to determine
5. you were supported and encouraged
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable 
to determine
6. misunderstood
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable 
to determine
To what extent do I believe the counselor: 
7. was empathic towards my concerns
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable 
to determine
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8. tried to “fix” or “cure” me
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable 
to determine
9. genuinely desired to understand me
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable 
to determine
told me/implied I was worried about nothing
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable 
to determine
11. took time to truly listen
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable 
to determine
failed to accepl or reject you as a person
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable 
to determine
III. Understanding
To what degree did I feel that the following were understood in counseling:
13. my love o f learning________________ _____________ _____________
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable 
to determine
14. the depth and intensity of my feelings
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable 
to determine
15. my drive and motivation to achieve
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable 
to determine
16. my desire to understand things
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable
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to determine
17. that not all parts of myself work at the same level (ex. my thoughts are away
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable 
to determine
18. my sensitivity
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable 
to determine
19. my need for time alone
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable 
to determine
20. my personal philosophy/what I believed to be important in life
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable 
to determine
IV. Topics
21. Which of these, if any, describe topics in your counseling experiences: (please
teck al that apply)
Responsibility Perfection








This section o f  the survey will ask you to identify characteristics o f  your experiences 
in school counseling. Then, the survey will ask you which o f  these experiences you 
would have liked to see in your experience but which may not have been included.
V. Components of Counseling
To what extent did these components, if  any, characterize your experience with 
school counseling?
22. An introduction to other students who shared similar concerns or talents
1 2 3 4 5
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Not at all A bit Mostly Completely Did not apply to me/Unable to
determine
To what degree was this helpful/successful/effective with you
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
Recommendations of books that included people with similar concerns as me
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
24. Providing mentors
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
25. Referrals to other people or agencies that could help me
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
26. Small group discussions
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you
1 2 3 4
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Not at all 
successful
Somewhat successful Mostly successful Very successful
27. Practicing or role-playing conversations and social interactions
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
28. Internships or apprenticeships
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
29. Personal reflective writing (ex: journals/diaries)
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
30. Which of these, if  any, would you have liked to seen or discussed in you 
experiences with school counseling? For each question (2A-2DT please according to 
what you would have liked to have seen.
• Referrals to people or agencies 
that could help me with my 
concern
• Internships or apprenticeships
• Providing mentors for me
• Introductions to other students who 
shared similar concerns or interests
• Recommendations for books that 
included people or characters with 
similar concerns or interests as me
• Online groups and chat rooms with 
student that had similar concerns or
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interests as me
• Role-playing discussing social 
conversations or interactions
• Small group discussions
• Personal reflective writing such as 
journals or diaries
• Emphasis on academic planning
• Emphasis on career planning
• Emphasis on college preparation and 
planning
VI. Aspects of Counseling
To what extent did these academic aspects, if any, characterize your experience with 
school counseling?
31. Making a blueprint of study that reflected my abilities and interests
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
32. Identifying programs and services that met my needs inside the school
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
33. Identifying programs and services that met my needs outside the school
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
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34. Narrowing my options from many different talent areas to a few I wanted to focus
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
35. Test-taking skills
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
36. Awareness of school course offerings
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
37. Discussion o f how classes are structured and taught
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
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38. Discussion of teachers’ expectations of me
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
39. Discussion of parents/guardians’ expectations of me
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
40. Discussion o f the level of challenge and excitement in my classes
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
41. Ideas for outlets for my creative abilities
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
41. Ideas of clubs and extracurricular activities that fit my interests
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1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
42. Which of these academic aspects, if  any, would you have liked to have seen or 
discussed in your experience with school counseling? For each question please 
choose the best fit in each category according to what you would have liked to have 
seen.
• Making a “course or study” that 
reflected my interests and abilities
• A better working knowledge of 
school course offerings
• A discussion of how to narrow my 
options from many talent or interest 
areas to a few I could focus on
• Identification of programs or 
services that met my needs inside 
the school
• Identify of program and services 
that met my needs outside of school
• Identification of clubs or 
extracurricular activities that fit my 
interests
• Discussions about how classes are 
structured and taught
• Discussions about the level of 
challenge and excitement o f my 
classes
• Ideas for my creative abilities
• Discussions of my teacher’s 
expectations about me
• Discussions about my 
parents/guardians’ expectations of 
me
• Discussions about my expectations 
of myself academically
To what extent did each of these career aspects, if  any, characterize your experience 
with school counseling?
43. Trips to colleges
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
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44. Discussions about what I could do and what I wanted to do
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
45. Exploring my many different talents and strengths
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
46. Deciding on a few possible career choices that made me feel happy and successful
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
47. Volunteerism and service
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
48. Job shadowing
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1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
49. Internship or apprenticeships
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
50. Which of these, career aspects, of any, would you have liked to have seen or 
discussed in your experience with school counseling? For each question, please 
choose the best fit in each category according to what you would have liked to have 
seen.
• Discussions about • Trips to college • Volunteerism and
what I could do and • Job shadowing service
what I wanted to do • Internships or • Taking a year off
• Exploring my many apprenticeships between a high
different talents and school and
strengths work/college
• Deciding on a few • Ideas involving
possible career Peace Corp or other
choices that made international aid or
me feel happy and 
successful
advocacy groups
To what extent did these social/personal aspects, if any, characterize your experience 
with school counseling?
51. Problem-solving skills
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to
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determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
52. The decision-making process
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
53. How to set priorities
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
54. Setting appropriate interpersonal boundaries between myself and others
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
55. Communicating with others
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
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To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
56. Dealing with hostility from others
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
57. Asking for help
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
58. Finishing projects that I began
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
59. Leadership
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
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1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
60. Positive self-talk
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
61. Visualization of worst and best case scenarios
1 2 3 4 5 .
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
62. Taking another person’s perspective
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
63. Using humor to defuse conflict
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all Somewhat successful Mostly successful Very successful
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successful
64. How to relieve and cope with stress
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
65. Identifying things that are in or out o f my control
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
66. Sustaining motivation
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
67. Which of these personal/social aspects, if  any, would you have liked to have seen 
or discussed in your experience with school counseling? For each question, please 
choose the best fit in each category according to what you would have liked to have 
seen?
• Problem-solving • Communication • Self-talk
• Decision-making • Perspective-taking • Motivation and
• Priority-setting • Boundary setting perseverance
• Task commitment
and completion
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• Using humor • Coping with
• Stress reduction perfectionism
techniques • Leadership
• Control • Asking for help
V. Issues in Giftedness
To what extent were the following discussed in counseling?
68. The nature and meaning of giftedness
l 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
69. The fact that the word “gifted” can sometimes be a stigma
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
70. Fitting in
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
71. Rules and authority
1 2 ■ 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Gifted and Talented 346
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
72. Self-esteem
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
73. What it is like to be different
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
74. Desire/need to be perfect
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
75. Pressures to hide gifts and talents in light o f peer acceptance/rejection
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
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To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
76. Struggles with being perfect
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
77. Anxiety about the future
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
78. Pressure to achieve
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
79. Ability to produce a high level of work (creative, scientific, etc.)
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
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1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
80. Sexual identity
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
81. Justice in today’s society
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 - 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
82. Contribution to society
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
83. Being smart and being accepted as a male or female
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all Somewhat successful Mostly successful Very successful
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successful
84. Expectations of others/myself
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
85. Which of these, if any, would you have liked to have seen or discussed in your 
experience with school counseling? For each question, please choose the best fit in 
each category according to what you would have liked to have seen.
• Pressure to achieve
• Expectations





• Personal or religious 
philosophy





• Social acceptance 
and belonging
• Hiding gifts and 
talents
• Rules and authority
• Anxiety about the 
future
• Process vs. product
• Contributions to 
society
• Issues of fairness 
and justice
• Leadership
To what extent, if any, did you gain a better understanding/appreciation for:
86. how inner conflict if sometimes a part of growth
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
87. my strengths and talents
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to
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determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
88. how mistakes are learning experiences
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
89. different learning styles and preferences
f 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
90. personal options and choices
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
91. how people change and develop
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
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To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
92. the expectations I have for myself
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
93. the give and take of healthy relationships
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
94. viewing myself and events with a sense of humor
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
95. acceptance of self (both strengths and limitations)
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
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1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
96. acceptance of others (both strengths and limitations)
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
97. The difference between “pursuit of excellence” vs. “pursuit of perfection”
1 2 3 4 5
Not at all A bit Mostly Completely Did not apply to me/Unable to 
determine
To what degree was this helpful/successful/effective with you?
1 2 3 4
Not at all 
successful
Somewhat successful Mostly successful Very successful
98. Which of these, if any, would you have liked to have seen or discussed in your 
experience with school counseling? For each question, please choose the best fit 
in each category according to what you would have liked to have seen.
• Inner conflict as growth
• Change and development
• Mistakes as learning experiences
• Self-acceptance (both strengths and 
limitations)
• Other-acceptance (both strengths and 
limitations)
• The “pursuit of excellence” vs. “the 
pursuit o f perfection”
• Different learning styles
• Personal choices and options
• Appreciation for my different strengths 
and talents
• The expectations I have for myself
• The give and take of healthy 
relationships
• Viewing myself and events with a 
sense of humor
Please feel free to make any comments about the nature of this survey below.
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Appendix H 
Pilot Information Letter and Consent Form
The purpose of this survey is to test the GT-ASC instrument for later use. In
the future it will serve to help gifted and talented high school students explore 
their experiences with school counseling.
You will be asked to respond to questions which ask you whether or not you 
experienced a counseling strategy, component or activity and how helpful that 
activity was for you. In addition you will be asked to identify strategies, 
components or activities that you might have liked to have seen in your high 
school counseling program but which may not have happened to you. Your 
responses are retrospective, that is, you will be asked to think about your 
experiences in counseling as gifted and talented students at your high school.
* *
By clicking on the “I agree” button located at the bottom of this page I 
acknowledge that:
1 .1 am willing to participate in a survey about how gifted and talented high 
school students experience school counseling.
2. As a participant in this study, I am aware that I will be asked to complete three 
parts of the student created instrument, the GT-ASC (Gifted and Talented 
Adolescents in School Counseling).
3. I understand that the study is being conducted by Susannah Wood, a doctoral 
student in counselor education at the College of William & Mary.
4. My involvement in this study will take approximately 20-25 minutes.
5. My participation in this survey is completely voluntary, and that I may 
refuse to answer any question that is asked, and that I may choose to withdraw at 
any time during the completing of the survey.
6. By participating in this study, I understand that there are no obvious risks to my 
physical or mental health.
7. As a participant in this study, I am aware that all responses are entirely 
anonymous and that the records will not be used for research purposes. I am also 
aware that my name or identifying characteristics will in no way be associated 
with any o f the results o f this study.
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8 .1 am aware that I may report dissatisfactions with any aspect of this survey to 
Dr. Charles F. Gressard, (757) 221-2352, cfgres@wm.edu. the professor of the 
Individual Appraisal class for which this survey is being created.
I fully understand the above statements, and do hereby consent to participate in 
this study.
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Appendix I












North Carolina 2 2.7






1st to 3rd 50 68.5
4th to 5th 14 19.2
6th to 8th 8 11.0
9th to 12th 1 1.4
Type o f School
Public 68 93.2
Private 5 6.8
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Appendix J 
Results of Pilot Survey
Total Number of Usable Reponses: 73 
Frequencies
Frequency counts, including mean, mode, variance and standard deviations were 
computed on all questions.
General Experience
1. The over all mean o f both sections was “2”, roughly corresponding to an 
occurrence in the counseling alliance happening a bit or mostly.
2. Of interest were the following frequencies:
• 49% of the total respondents felt that their school counselor tried to “fix” them
• 43% felt that the school counselor implied they were concerned or worried 
unnecessarily
• 78% felt that their counselors accepted them as a person 
Understanding Gifted Issues
The average mean for Love of Learning, Drive/Motivation, Desire to Understand 
and Personal Philosophy had a mean of 2 “a bit”, while Asynchrony, Time Alone 
and Sensitivity had a mean o f 1 or “not at all”. O f interest was:
• 69% of participants indicated the school counselor did not understand that parts of 
the self worked at different levels (Asynchrony)
• 43% indicated the counselor did not understand their level of sensitivity
• 59% reported that the counselor did not understand their need for time alone
Personal/Social Aspects
Average mean was 1 or “not at all” with the majority of participants indicating 
that none o f the aspects listed occurred in their school counseling experiences.
The researcher noted any frequencies over 70%. Of interest were areas which 
participants indicated they did not talk about at all.
• 71% Control
• 82% Humor
• 74% Taking another’s perspective
• 79% Visualization o f worst/ best case scenarios
• 74% Self-talk
• 75% Finish projects begun
• 80% Coping with hostility from others
• 73% Communication skills
• 80% Boundaries with others
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These results then align with the “forced choice” questions in which respondents 
indicated which items or areas they would like to have seen in their school 
counseling program if they did not occur in the respondents’ experiences. 
Participants were only given one response per category. O f interest in the “forced 
choice” aspects were:
• 67% reported a desire to discus motivation
• 60% indicated a desire to talk about coping with perfectionism
• 51% desired help with priority setting
• 58% wanted communication skills as part o f the school counseling experience
Issues o f  Giftedness and Overall Experience/Assessment
1. Scores indicated a mean of 1 or “not at all” on all items in this area.
2. The majority of responses were over 70% on each item indicating that discussions 
rotating around giftedness, social acceptance, self-esteem, differences, 
perfectionism, and expectations of self/others did not occur.
3. When asked which areas participants would like to have seen in their school 
counseling program:
• 48% desired help with perfectionism
• 45% desired conversation about personal philosophy or faith
• 53% reported desiring discussions about social acceptance
• 54% wanted help coping with anxiety
Self- Understanding
1. Mean was 1.
2. Participants reported that issues such as achievement, productivity, 
relationships, change and personal growth were not discussed.
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Appendix K




1 2 3 4
Concerns .106 .110 .602 .146
TimeSpent .132 .233 .826 .047
SupportedEngaged .110 .244 .760 .001
Misunderstood .021 .128 .721 .193
Empathy .222 .190 .741 -.018
DesiretoUnderstand .395 .049 .668 -.092
TimetoListen .171 .187 .832 .039
LoveLearning .000 .051 .804 .262
DriveMotivation .066 -.010 .848 .188
DesireUnderstand .151 .030 .852 .152
Dyssyncrhony .529 -.030 .290 .332
PersonalPhilosophy .136 .150 .699 .212
ProblemSolv .758 .286 .205 .147
Boundaries .678 .219 .042 .340
Communications .738 .166 .115 .372
Hostility .527 -.018 -.051 .416
Finish .557 .207 .119 .132
Leadership .605 .463 .258 .052
Selftalk .662 .248 .031 .469
Visualization .694 .257 .196 .071
Perspective .679 .269 .293 -.026
Humor .665 .282 .161 .205
Relieveandcope .514 .210 .266 .415
Control .721 .244 .091 .252
Fittingin .512 .208 .078 .649
Selfesteem .464 .223 .191 .701
Different .654 .330 .078 .352
Perfect .274 .157 .250 .777
Hide .302 .211 -.012 .485
Perfect2 .242 .131 .182 .772
Anxiety .313 .247 .367 .497
Achieve .174 .247 .246 .761
Produce .356 .443 .188 .273
Contribution .422 .269 .125 .181
Smart .324 .556 .079 .141
Expectations .374 .443 .232 .470
Conflict .339 .568 .037 .334
Strength .099 .705 .320 .217
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Mistakes .243 .802 .109 .090
Learningstyle .301 .875 .096 -.020
Options .119 .554 .352 .048
Change .357 .806 .088 .148
Expectations2 .043 .536 .341 .348
GiveTake .379 .676 .138 .027
Humor2 .332 .778 -.124 .044
Selfaccept .196 .730 .186 .334
Otheraccept .211 .792 .114 .158
PursuitExcellence -.058 .556 .182 .212
Extraction Method: Principal Component Analysis. 
Rotation Method: Varimax with Kaiser Normalization, 
a Rotation converged in 7 iterations.
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Appendix L 
GT-ASC II
Gifted and Talented Adolescents’ Experiences in School Counseling Survey
Directions:
You will be asked to respond to questions which ask you whether or not you 
experienced a counseling strategy, component or activity in your high school 
counseling program. In addition you will be asked to state your opinions on your 
level of satisfaction with your high school counselor, activities that you would 
like to see in your high school programs and the degree to which you found some 
activities or discussions helpful, if they happened to you. Please answer as 
honestly as possible. Thank you!






2. State in which you were identified as gifted and/or talented: (Select State)
3. Grade level when you were identified as gifted and talented:
1st to 3rd grades 
4th to 5th grades 
6th to 8th grades 
9th to 12th grades





5. In what region of Virginia do you attend school?
REGION 1 Richmond and Outerlying Areas 
REGION 2 Tidewater and Peninsula 
REGION 3 West Point/Caroline 
REGION 4 Northern Virginia 
REGION 5 Ablemarle/Charlottesville 
REGION 6 Salem/Roanoke
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REGION 7 Bristole/Wise/Wythe 
REGION 8 Brunswick/Amelia/Halifax




African American (Not Hispanic)
Asian/Pacific Islander 
American Indian/Alaskan Native 
Unknown/Unspecified






8. How frequently have you met with your high school counselor?
Never 
(0 times)






1 2 3 4
II. The Counseling Relationship
When you last left the school counselor’s office, to what extent did you feel that:
9. your concerns were dismissed
Not at all/ did 
not apply
A bit Mostly Completely
1 2 3 4
10. your time was well spent
Not at all/ did 
not apply
A bit Mostly Completely
1 2 3 4
11. you were supported and encouragec
Not at all/ did 
not apply
A bit Mostly Completely
1 2 3 4
12. you were misunderstood
Not at all/ did A bit Mostly Completely
not apply
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1 2 3 4
To what extent do you believe your counselor:
13. was empathic towards you concerns
Not at all/ did 
not apply
A bit Mostly Completely
1 2 3 4
14. genuinely desired to understand you
Not at all/ did 
not apply
A bit Mostly Completely
1 2 3 4
15. told me/implied I was worried about nothing
Not at all/ did 
not apply
A bit Mostly Completely
1 2 3 4
16. took time to truly isten
Not at all/ did 
not apply
A bit Mostly Completely
1 2 3 4
To what degree do you feel that the following were understood by your counselor:
17. my love of learning
Not at all/ did 
not apply
A bit Mostly Completely
1 2 3 4
18. my drive and motivation to achieve
Not at all/ did 
not apply
A bit Mostly Completely
1 2 3 4
19. my desire to understand things
Not at all/ did 
not apply
A bit Mostly Completely
1 2 3 4
20. That not all parts of myself work at the same level (ex: my thoughts are way 
ahead of my feelings)_______________________________________________
Not at all/ did 
not apply
A bit Mostly Completely
1 2 3 4
21. My personal philosophy/What I believed to be important life
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Not at all/ did 
not apply
A bit Mostly Completely
1 2 3 4
Which o f these concerns, if any, have y o u  had during your high school career thus 
far? Please pick the best from each set of descriptors:
Set A
• None of these
• Wanting to drop out of school
• Not wanting to appear “too 
smart”
• Questioning my commitment to 
my studies
Set B
• None of these
• Choosing the “right” college of 
career path
• Having too many options and 
interests
• Not knowing hot to fit my 
talents with a career path or 
college
S etC
• None of these
• Making sense of what it means 
to be a talented male/female
• Making sense of what it means 
to be a talented person of color
• Balancing my talent with typical 
concerns o f a teenager
SetD
• None of these
• Fitting in
• How people perceive me
• Feeling different
S e tE
• None of these
• Trying to be perfect at 
everything I do
• Pressure to achieve
• Managing my expectations I 
have for myself and others’ 
expectations of me
Set F
• None of these
• Fear o f failing at what I do
• Fear of doing too well
• Fear that more will be asked of 
me
22. To what extent have you asked for help from your high school counselor on any 
of the issues you chose above:
I didn’t have any of the concerns above 
I have never asked them for help on any of my concerns 
I did ask for help on some of my concerns 
I asked for help on all of my concerns
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This section o f  the survey will ask you to identify characteristics o f your current 
experiences in high school counseling.
III. Personal and Interpersonal Skills
How frequently did the following topics come up when you met with your high 
school counselor?




1 2 3 4




1 2 3 4
26. Communicating 
with others
1 2 3 4
27. Dealing with 
hostility from others
1 2 3 4
28. Finishing projects 
that I began
1 2 3 4
29. Leadership 1 2 3 4
30. Positive self-talk 1 2 3 4
31. Visualization of 
worst and best case 
scenarios
1 2 3 4
32. Taking another 
person’s perspective
1 2 3 4
33. Using humor to 
defuse conflict
1 2 3 4
34. How to relieve and 
cope with stress
1 2 3 4
35. Identifying things 
that are in or out of my 
control
1 2 3 4
36. Sustaining 
motivation
1 2 3 4
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III. Self-knowledge/Awareness
How frequently did the following topics come up when you met with your high 
school counselor?
Never A bit Frequently Almost
Always
37. How inner conflict 
is sometimes a part of 
growth
1 2 3 4
38. How mistakes are 
learning experiences
1 2 3 4
39. My different 
learning styles and 
preferences
1 2 3 4
40. Personal options 
and choices
1 2 3 4
41. How people change 
and develop
1 2 3 4
42. The give and take 
of healthy relationships
1 2 3 4
43. Viewing myself and 
events with a sense of 
humor
1 2 3 4
44. Acceptance of 
myself (both strengths 
and limitations)
1 2 3 4
45. Acceptance of 
others (both strengths 
and limitations)
1 2 3 4
46. The difference 
between the “pursuit of 
excellence” and the 
“pursuit o f perfection”
1 2 3 4
47. How other people 
perceive me
1 2 3 4
48. Fitting in 1 2 3 4
49. How I feel about 
myself
1 2 3 4
50. What it is like to be 
different
1 2 3 4
51. My strengths and 
talents
2 3 4
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IV. Pursuit of Excellence
How frequently did the following topics come up when you met with your high 
school counselor?
Never A bit Frequently Almost Always
52. My school’s 
definition of “gifted” 
and/or “talented”
1 2 3 4
53. What it is like to be 
a person with a gift or 
a talent
1 2 3 4
54. My desire/need for 
perfection
1 2 3 4
55. Pressure to hide my 
gifts or talents from 
others
1 2 3 4
56.
Loneliness/isolation
1 2 3 4
57. Anxiety 1 2 3 4
58. Pressure to achieve 1 2 3 4
59. Issues of justice 
and fairness
1 2 3 4
60. Ability to produce 
a high level o f work 
(creative, scientific 
etc.)
1 2 3 4
61. My contribution to 
society
1 2 3 4
62. Expectations I have 
for myself
1 2 3 4
63. Expectations other 
have of me
1 2 3 4
64. Frustration 1 2 3 4
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65. If your high school counseling program could offer any of the items below, 
which TWO would help you the most?
Meeting other students 
with the same interests 
and talents as myself
Making a flexible outline 
or blueprint of a course of 
study best tailored to my 
needs and interests
Discussing movies or 
books which are of 
importance to me
Meeting adults with 
careers in my field of 
interest or talent
Discussing the way 
classes are structured and 
their level of challenge




66. If your high school counseling program could offer any of the items below, 
which THREE would help you the most concerning a potential career path?
Shadowing a professional 
who is working in the 
field I want to work in
Working as an apprentice 
or intern at a place which 
emphasizes my talents or 
interests
Having a mentor in my 
field o f talent or interest 
that I can talk to on a 
consistent basis
Exploring life themes and 
discussing issues that 
might be important when 
I choose a career
Opportunities for my 
parents to learn about 
fields and opportunities 
that I am interested in so I 
can talk to them about it
Help with making 
difficult decisions about 
what paths I can take 
towards a career
Opportunities for 
community service and/or 
volunteer work
Part time employment or 
work/study opportunities
Designing a career path 
which includes timelines, 
my interests and talents, 
and future goals
67. What other activities or discussions with your high school counselor would 
benefit you or benefit students like yourself?
Please feel free to make any comments about this survey below:
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Appendix M
Parent/Guardian and Student Information Letters and Consent Forms
Dear Parent/Guardian,
My name is Susannah Wood, one of the two counselors at the Governor’s School 
for the Visual/Performing Arts and Humanities. I am asking for your kind consent 
to allow your Governor’s School student’s participation in a survey about the 
experiences of gifted and talented students in school counseling. The survey is 
part o f my dissertation entitled “Gifted and Talented Adolescents’ Experiences in 
School Counseling”. The information obtained from this survey hopefully will 
help school counselors improve the services they provide to gifted high school 
students such as those who participate in the Governor’s School educational 
programming.
Description and Purpose of the Study
Gifted and talented students have a diverse range of experiences in school 
counseling at their high schools. While research points to the fact that gifted and 
talented students may require slightly different counseling services, there is little 
research which discusses what gifted and talented students are currently 
experiencing in school counseling. It will be difficult for the field of school 
counseling to make changes in its current practices without the input of gifted and 
talented students such as your Governor’s School student. The purpose o f the 
survey your student will be taking is to examine gifted and talented adolescents’ 
experiences in high school counseling.
Description of the Survey
Your student will be asked questions pertaining to their high school counseling 
experience including as the degree to which certain topics or ideas were discussed or 
explored. If you would like to preview the survey, please see attached copy of the first 
page o f the survey. The survey can also be previewed at this web address: 
http://smwood.people.wm.edu/echoGTASC.php
The survey can be completed in about 20 minutes, and can be done online during the time 
your student is at Governor’s School, with your approval.
Your student’s responses will be kept completely anonymous and confidential. 
Participation in this study is completely voluntary and can be discontinued at any 
time. Feel free to discuss this with your student. If you have any questions regarding this 
study please call me at the Governor’s School (804) 289-8945 beginning July 2, 2005 or 
by email at susannah07@yahoo.com
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Please indicate your preference regarding your student’s participation in this study by 





Counselor at the Governor’s School for the Visual and Performing Arts and 
Humanities
Parent/Guardian Consent
 My student,______________________does NOT have permission to participate in
the survey.
 My student, has permission to participate in the survey.
Signature Date
Student Consent
I AGREE TO PARTICIPATE IN THIS STUDY.
Signature Date
THIS PROJECT WAS APPROVED BY THE COLLEGE OF WILLIAM AND MARY 
PROTECTION OF HUMAN SUBJECTS COMMITTEE Phone: (757-221-3901) ON 
6/22/2005 AND EXPIRES ON 6/22/2006.
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Student Information and Assent Form
Dear Governor’s School Student,
My name is Susannah Wood, one of the two counselors at the Governor’s School 
for the Visual/Performing Arts and Humanities. I am asking for your kind consent 
to participate in a survey about the experiences of gifted and talented students in 
school counseling. The survey is part of my dissertation entitled “Gifted and 
Talented Adolescents’ Experiences in School Counseling”. The information 
obtained from this survey hopefully will help school counselors improve the 
services they provide to gifted high school students such yourself.
Many o f you, as gifted and talented students, have had a diverse range of 
experiences in school counseling at your high schools. Some of you may feel that 
you have had or having wonderful experiences and the counselors at your high 
school were very helpful, others of you may feel quite differently. Unfortunately, 
there is little research which points to what gifted and talented students are 
currently experiencing in school counseling. It will be difficult for the field of 
counseling to make changes in its current practices without the input of you, the 
student. If you agree to participate, you will be asked to respond to questions 
which ask you whether or not you experienced a counseling strategy, technique, 
component, or activity by indicating if they didn’t happen at all to you, or a bit or 
several times.
How to Take the Survey
You can take this survey online at any time during your stay at Governor’s School 
by going to this web address:
http://smwood.peopIe.wm.edu/assentGTASC.Dhn You will be asked first to 
agree to take the survey. This page will ask you to agree with the statements listed 
below. Then you may proceed to take the survey.
The first page will ask you to type in the digit that appears in the box above. This 
digit represents your responses. Your responses will be kept completely 
confidential and anonymous. There is no way that your responses will be 
linked back to you. Your participation in the completion of the survey is 
completely voluntary and you can with draw at any time or refuse to answer 
any question. If you have any questions regarding this study please call me at the 
Governor’s School (804) 289-8945, stop by the Counselor’s Office in Grey Court, 
or via email at susannah07@vahoo.com.
Thank you for your time and participation! School counselors will benefit from 
hearing your opinions!
Susannah Wood
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Doctoral Candidate
Counselor at the Governor’s School for the Visual and Performing Arts and 
Humanities
If you wish to complete the survey at the link below, please understand the 
following:
1. The survey can be taken at any point during your Governor’s School stay 
online at http ://smwood.people.wm. edu/assentGTAS C .php
2. Your participation in the survey is completely voluntary. You may 
withdraw from the completion of the survey at any time.
3. Your responses will be kept completely anonymous and confidential.
4. If you have any questions, please contact the survey creator: Susannah 
Wood, here on campus, with offices in Gray Court. Campus phone: x8945.
5. If you have any concerns please contact Dr. Thomas Ward, at the 
College of William and Mary, (757) 221-2358.
THIS PROJECT WAS APPROVED BY THE COLLEGE OF WILLIAM AND MARY 
PROTECTION OF HUMAN SUBJECTS COMMITTEE Phone: (757-221-3901) ON 
6/20/2005 AND EXPIRES ON 6/20/2006.
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Student “How To” Information Form
Dear Governor’s School Student,
My name is Susannah Wood, one of the two counselors at the Governor’s School 
for the Visual/Performing Arts and Humanities. Thank you for consenting to 
participate in my survey! The survey is part o f my dissertation entitled “Gifted 
and Talented Adolescents’ Experiences in School Counseling”. The 
information obtained from this survey hopefully will help school counselors 
improve the services they provide to gifted high school students such yourself.
Many of you, as gifted and talented students, and had a diverse range of 
experiences in school counseling at your high schools. Some of you may feel that 
you have had or having wonderful experiences and the counselors at your high 
school were very helpful, others o f you may feel quite differently. There is little 
research which points to what gifted and talented students are currently 
experiencing in school counseling. It will be difficult for the field of counseling to 
make changes in its current practices without the input of you, the student.
How to Take the Survey
You can take this survey online at any time during your stay at Governor’s 
School by going to this web address:
http;///smwood.people.wm.edu/assentGTASC.php You will be asked first to 
agree to take the survey. This page will ask you to agree with the statements listed 
below. Then you may proceed to take the survey.
The survey has two parts and will ask you to type in the digit that appears in the 
box above. This digit represents your responses. You will be asked to respond to 
questions which ask you whether or not you experienced a counseling strategy, 
technique, component, or activity by indicating if they didn’t happen at all to you, 
or a bit or several times. Your responses will be kept completely confidential 
and anonymous. There is no way that your responses will be linked back to 
you. Your participation in the completion of the survey is completely 
voluntary and you can with draw at any time or refuse to answer any 
question. If you have any questions regarding this study please call me at the 
Governor’s School (804) 289-8945, stop by the Counselor’s Office in Grey Court, 
or via email at susamiah07@,yahoo.com.
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If you wish to complete the survey at the link below, please understand the 
following:
6. The survey can be taken at any point during your Governor’s School stay 
online at http://smwood.people.wm.edu/assentGTASC.php
7. Your participation in the survey is completely voluntary. You may 
withdraw from the completion of the survey at any time.
8. Your responses will be kept completely anonymous and confidential.
9. If you have any questions, please contact the survey creator: Susannah 
Wood, here on campus, with offices in Gray Court. Campus phone: x8945.
10. If you have any concerns please contact Dr. Thomas Ward, at the 
College of William and Mary, (757) 221-2358.
THIS PROJECT WAS FOUND TO COMPLY WITH APPROPRIATE 
ETHICAL STANDARDS AND WAS EXEMPTED FROM THE NEED FOR 
FORMAL REVIEW BY THE COLLEGE OF WILLIAM AND MARY 
PROTECTION OF HUMAN SUBJECTS COMMITTEE (Phone 757-221-3901) 
ON 2005-06-22 AND EXPIRES ON 2006-06-22.
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Dormitory Consent
Invitation to Participate in a Survey 
IF YOU HAVE ALREADY CONSIDERED THIS INVITATION, PLEASE DISREGARD!
Dear Parent/Guardian,
My name is Susannah Wood, one o f the two counselors at the Governor’s School 
for the Visual/Performing Arts and Humanities. I am asking for your kind consent 
to allow your Governor’s School student’s participation in a survey about the 
experiences of gifted and talented students in school counseling. The survey is 
part of my dissertation entitled “Gifted and Talented Adolescents’ Experiences in 
School Counseling”. The information obtained from this survey hopefully will 
help school counselors improve the services they provide to gifted high school 
students such as those who participate in the Governor’s School educational 
programming.
Description and Purpose of the Study
Gifted and talented students have a diverse range of experiences in school 
counseling at their high schools. While research points to the fact that gifted and 
talented students may require slightly different counseling services, there is little 
research which discusses what gifted and talented students are currently 
experiencing in school counseling. It will be difficult for the field of school 
counseling to make changes in its current practices without the input of gifted and 
talented students such as your Governor’s School student. The purpose of the 
survey your student will be taking is to examine gifted and talented adolescents’ 
experiences in high school counseling.
Description of the Survey
Your student will be asked questions pertaining to their high school counseling 
experience including the degree to which certain topics or ideas were discussed or 
explored. If you would like to preview the survey, please see attached copy o f the first 
page o f the survey. The survey can also be previewed at 
this web address: http://smwood.people.wm.edu/echoGTASC.php
The survey can be completed in about 20 minutes, and can be done online during the time 
your student is at Governor’s School, with your approval.
Your student’s responses will be kept completely anonymous and confidential. 
Participation in this study is completely voluntary and can be discontinued at any 
time. Feel free to discuss this with your student. If you have any questions regarding this 
study please call me at the Governor’s School (804) 289-8945 beginning July 2, 2005 or 
by email at susannah07@yahoo.com. Please indicate your preference regarding your 
student’s participation in this study by signing and checking the appropriate box below. 
Thank you for your consideration in this matter.
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Counselor at the Governor’s School for the Visual and Performing Arts and 
Humanities
Parent/Guardian Consent
 My student,______________________does NOT have permission to participate in
the survey.
 My student, has permission to participate in the survey.
Signature Date
Student Consent
I AGREE TO PARTICIPATE IN THIS STUDY.
Signature Date
THIS PROJECT WAS FOUND TO COMPLY WITH APPROPRIATE ETHICAL 
STANDARDS AND WAS EXEMPTED FROM THE NEED FOR FORMAL REVIEW 
BY THE COLLEGE OF WILLIAM AND MARY PROTECTION OF HUMAN 
SUBJECTS COMMITTEE (Phone 757-221-3901) ON 2005-06-22 AND EXPIRES ON 
2006-06-22.
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Student Reminder Concerning Participation in GT-ASC II
Hello Governor’s School student! Thank you again for your willingness to 
participate in my study on how gifted and talented adolescents’ experience 
school counseling. Your input is very valuable. In the future it may help improve 
the way school counselors work with gifted students like yourself. If you have not 
already, please take some time and log on to:
http://smwood. people, wm .edu/GT ASCassent. php
The study will briefly be described again as well as your rights as a voluntary 
participant. From there the survey takes approximately twenty minutes. If you 
have any questions, feel free to stop by Susannah and Erik’s office in Grey Court 
or call the Governor’s School extension x8945.
If you have already completed the survey, thank you and disregard this
notice.
Thank you again for all your help!
Susannah
Hello Governor’s School student! Thank you again for your willingness to 
participate in my study on how gifted and talented adolescents’ experience 
school counseling. Your input is very valuable. In the future it may help improve 
the way school counselors work with gifted students like yourself. If you have not 
already, please take some time and log on to:
http://smwood. people, wm .edu/GTASCassent. php
The study will briefly be described again as well as your rights as a voluntary 
participant. From there the survey takes approximately twenty minutes. If you 
have any questions, feel free to stop by Susannah and Erik’s office in Grey Court 
or call the Governor’s School extension x8945.
If you have already completed the survey, thank you and disregard this
notice.
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Appendix N









African American 3 2.0
Asian/Pacific Islander 12 7.8
American Indian/Alaskan 2 1.3
Native
Other 7 4.6






New Jersey 1 .7





West Virginia 1 .7
Not reported 9 5.9
Grade Level
1st to 3m 85 55.6
4th to 5tn 28 18.3
6th to 8m 13 8.5£Ino+-* 21 13.7
Not reported 6 3.9




Home Schooling 0 0
Not reported 1 .7
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Region of Virginia
Richmond 15 9.8













Visual Arts 13 8.5
Humanities 86 56.2
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Appendix O
Participant Concerns Per “Predictable Crises”/Developmental Concern
“Predictable Crises”/ Developmental Concerns N %
Set A Underachievement Concerns
None of these 79 51.6
Wanting to drop out of school 4 2.6
Not wanting to appear “too smart” 29 19.0
Questioning my commitment to my studies 39 25.5
Not reported 2 1.3
Set B: Multipotentiality Concerns
None of these 6 3.9
Choosing the “right” college or career path 72 47.1
Having too many options or interests 49 32.0
Not knowing how to fit my talents with a 
career path or college
26 17.0
Set C: Identity Concerns
None of these 80 52.3
Making sense of being a talented 
male/female
10 6.5
Making sense o f being a talented person of 
color
3 2.0
Balancing my talent with the typical 
concerns o f a teen
59 38.6
Not reported 1 .7
Set D: Social Acceptance Concerns
None o f these 57 37.3
Fitting in 18 11.8
How people perceive me 57 37.3
Feeling different 17 11.1
Not reported 4 2.7
Set E: Perfectionism
None of these 16 10.5
Trying to be perfect at everything I do 45 29.4
Pressure to achieve 32 20.9
Managing expectations of self/others 60 39.2
Set F: Fear of Failure Concerns
None of these 38 24.8
Fear of failing at what I do 103 67.3
Fear of doing too well 3 2.0
Fear that more will be asked o f me 6 3.9
Not reported 3 2.0
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Appendix P
Frequency and Descriptive Statistics for Participant Responses to Items 9 to 
21 Describing the Nature of the Counseling Relationship (N = 153)
Item N % Mean SD
9. Your concerns were 
dismissed
1.77 .928
Not at all/did not apply 77 50.3
A bit 44 28.8
Mostly 22 14.4
Completely 10 6.5
10. Your time was well spent 2.58 1.086
Not at all/ did not apply 31 20.3
A bit 43 28.1
Mostly 39 25.5
Completely 40 26.1
11. You were supported and 
encouraged
2.84 1.095
Not at all/did not apply 25 16.3
A bit 30 19.6
Mostly 42 27.5
Completely 56 36.6
12. You were misunderstood 1.63 .809
Not at all/did not apply 81 52.9
A bit 54 35.3
Mostly 11 7.2
Completely 7 4.6
13. The counselor was empathic 
towards your concerns
2.77 .977
Not at all/did not apply 18 11.8
A bit 40 26.1
Mostly 54 35.3
Completely 41 26.8
14. The counselor genuinely 
desired to understand you
2.80 1.076
Not at all/did not apply 24 15.7
A bit 34 22.2
Mostly 43 28.1
Completely 52 34.0
15. The counselor implied 
something was wrong with you
1.34 .762
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or your concerns
Not at all/did not apply 122 79.7
A bit 16 10.5
Mostly 9 5.9
Completely 6 3.9
16. The counselor took time to 
truly listen
2.82 1.097
Not at all/did not apply 25 16.3
A bit 33 21.6
Mostly 40 26.1
Completely 55 35.9
17. The counselor understood 
my love o f learning
2.80 1.000
Not at all/did not apply 18 11.8
A bit 40 26.1
Mostly 49 32.0
Completely 46 30.1
18. The counselor understood 
my drive and motivation to 
achieve
2.96 .973
Not at all/did not apply 13 8.5
A bit 36 23.5
Mostly 48 31.4
Completely 56 36.6
19. The counselor understood 
my desire to understand things
2.80 1.022
Not at all/did not apply 20 13.1
A bit 38 24.8
Mostly 48 31.4
Completely 47 30.7
20. The counselor understood 
that not all parts o f myself work 
at the same level
1.95 .992
Not at all/did not apply 60 39.2
A bit 54 35.3
Mostly 22 14.4
Completely 16 10.5
Not reported 1 .7
21. The counselor understood 
my personal philosophy/what I 
believed to be important in life
2.08 1.082
Not at all/did not apply 62 40.5
A bit 37 24.2
Mostly 33 21.6
Completely 21 13.7
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Appendix Q
Statistics for Participant Responses to Items 24 to 36 Describing the Extent to 
Which Personal and Interpersonal Skills Were Topics Experienced in School
Counseling (TV = 153)





A bit 21 13.7
Frequently 9 5.9
Almost Always 0.0 0.0
25. Setting appropriate 
interpersonal boundaries 




A bit 16 10.5
Frequently 2 1.3
Almost Always 1 .7




A bit 23 15.0
Frequently 5 3.3
Almost Always 2 1.3




A bit 6 3.9
Frequently 6 3.9
Almost Always 1 .7




A bit 22 14.4
Frequently 5 3.3
Almost Always 1 .7
29. Leadership 1.79 .957
Never 78 51.0
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A bit 40 26.1
Frequently 24 15.7
Almost Always 11 7.2
30. Positive self-talk 1.37 .809
Never 120 78.4
A bit 19 12.4
Frequently 5 3.3
Almost Always 9 5.9
31. Visualization of 




A bit 22 14.4
Frequently 20 13.1
Almost Always 4 2.6




A bit 15 9.8
Frequently 12 7.8
Almost Always 8 5.2




A bit 7 4.6
Frequently 5 3.3
Almost Always 3 2.0




A bit 26 17.0
Frequently 9 5.9
Almost Always 8 5.2
35. Identifying things 




A bit 30 19.6
Frequently 5 3.3
Almost Always 7 4.6





A bit 31 20.3
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Frequently 11 7.2
Almost Always 13 8.5
Not reported 1 .7
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Appendix R
Statistics for Participant Responses to Items 27 to 51 Describing the Extent to 
Which Self-knowledge and Awareness Were Topics Experienced in School
Counseling (N = 153)
Item N % Mean SD
37. How inner conflict 




A bit 11 7.2
Frequently 5 3.3
Almost Always 1 .7




A bit 18 11.8
Frequently 5 3.3
Almost Always 5 3.3
39. My different 




A bit 48 31.4
Frequently 20 13.1
Almost Always 9 5.9




A bit 38 24.8
Frequently 51 33.3
Almost Always 24 15.7




A bit 15 9.8
Frequently 4 2.6
Almost Always 4 2.6
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A bit 7 4.6
Frequently 1 .7
Almost Always 3 2.0
43. Viewing myself and 




A bit 7 4.6
Frequently 6 3.9
Almost Always 2 1.3
44. Acceptance of 




A bit 28 18.3
Frequently 4 2.6
Almost Always 10 6.5
45. Acceptance of 




A bit 18 11.8
Frequently 5 3.3
Almost Always 6 3.9
46. The difference 
between the “pursuit of 
excellence” and the 
“pursuit o f perfection”
1.34 .690
Never 115 75.3
A bit 29 19.0
Frequently 4 2.6
Almost Always 5 3.3




A bit 10 6.5
Frequently 5 3.3
Almost Always 1 .7
48. Fitting in 1.11 .406
Never 141 92.2
A bit 7 4.6
Frequently 5 5.5
Almost Always 0 0
49. How I feel about 
myself
1.31 .702
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Never 122 79.7
A bit 18 11.8
Frequently 9 5.9
Almost Always 4 2.6




A bit 11 7.2
Frequently 2 1.3
Almost Always 0 0




A bit 40 26.1
Frequently 41 26.8
Almost Always 25 16.3
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Appendix S
Statistics for Participant Responses to Items 52 to 64 Describing the Extent to 
Which Perfection and Excellence Were Topics Experienced in School
Counseling
(N = 153)
Item N % Mean SD




A bit 32 20.9
Frequently 10 6.5
Almost Always 2 1.3




A bit 25 16.3
Frequently 11 7.2
Almost Always 3 2.0
54. My desire/need for perfection 1.38 .698
Never 110 71.9
A bit 32 20.9
Frequently 7 4.6
Almost Always 4 2.6




A bit 6 3.9
Frequently 0 0
Almost Always 0 0
56. Loneliness/isolation 1.07 .339
Never 145 94.8
A bit 5 3.3
Frequently 1 .7
Almost Always 1 .7
Not reported 1 .7
57. Anxiety 1.33 .711
Never 116 75.8
A bit 23 15.0
Frequently 6 3.9
Almost Always 5 3.3
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A bit 24 15.7
Frequently 20 13.1
Almost Always 6 3.9
Not reported 3 2.0
59. Issues of justice and fairness 1.24 .587
Never 125 81.7
A bit 15 9.8
Frequently 9 5.9
Almost Always 1 .7
Not reported 3 2.0
60. Ability to produce a high level of 
work (creative, scientific, etc.)
1.66 .928
Never 88 57.5
A bit 34 22.2 .
Frequently 17 11.1
Almost Always 10 6.5
Not reported 4 2.6
61. My contribution to society 1.46 .692
Never 96 62.7
A bit 41 26.8
Frequently 11 7.2
Almost Always 2 1.3
Not reported 3 2.0
62. Expectations I have for myself 2.06 1.113
Never 65 42.5
A bit 34 22.2
Frequently 28 18.3
Almost Always 23 15.0
Not reported 3 2.0
63. Expectations others have of me 1.57 .880
Never 95 62.1
A bit 31 20.3
Frequently 15 9.8
Almost Always 8 5.2
Not reported
64. Frustration 1.42 .830
Never 112 73.2
A bit 21 13.7
Frequently 9 5.9
Almost Always 8 5.2
Not reported 3 2.0
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Appendix T 
Rotated Factor Matrix for GT-ASC II
Factor
Item 1 2 3 4 5 6 7 8 9 10
9 -.305 -.180 .202 .087 .300 -.125 -.097 .149 -.008 .605
10 .774 .120 .017 .001 .172 -.014 .035 .000 .040 -.088
11 .812 .100 .005 .004 .187 .163 -.004 -.023 -.008 -.215
13 .832 .018 .105 -.038 .126 -.021 -.023 -.032 -.029 -.236
14 .855 .038 .051 .017 .128 .087 .010 -.008 -.043 -.130
15 -.247 .107 -.050 -.132 -.095 .032 -.001 -.104 -.056 .751
16 .835 .047 .019 .004 .139 .002 -.050 .071 -.054 -.196
17 .846 .122 .143 -.012 .016 .091 .137 .065 .041 .027
18 .819 .018 .116 .033 .034 .122 .228 .086 .020 .107
19 .870 .065 .129 .037 .042 .058 .161 .073 .046 -.022
20 .621 .185 -.021 .131 .113 -.034 .084 .139 .172 .358
21 .752 .126 .061 .050 -.008 .198 .081 .100 .207 .116
24 .134 -.043 .674 .219 -.001 .223 -.038 .230 .274 .066
25 .027 .080 .194 .823 -.023 .176 .113 .002 .173 .071
26 .001 .200 .397 .664 .080 .220 .131 .175 .055 -.024
27 .024 .261 .154 .837 .099 .070 -.009 -.034 -.004 -.048
28 .034 .343 -.058 .275 .034 .683 .108 .110 .081 .083
29 .194 .010 .086 .100 .091 .578 .310 .329 .027 -.059
30 .031 .215 .729 .150 .059 .133 .236 -.100 -.047 .049
31 .183 .128 .320 .168 .532 .029 -.014 -.015 -.045 .316
33 .129 .712 .306 -.030 .133 .288 -.010 .285 -.105 .033
36 .201 .271 .321 .086 .307 .276 .206 .293 .279 .040
37 .193 .554 .191 .315 .138 .150 -.065 -.251 .352 -.038
38 .085 .606 .226 .291 .266 -.019 .367 -.095 .088 .059
39 .145 .215 .026 .082 .701 .045 .083 .177 .224 -.059
40 .362 .068 .032 .085 .635 .125 .197 .236 -.033 .017
41 .163 .623 .169 .204 .249 -.026 .186 .039 .300 -.013
42 .162 .771 .067 .267 .009 .135 .240 .086 .014 -.027
43 .110 .741 .285 -.033 .144 .153 .001 .385 -.102 .054
44 .166 .497 .475 .337 .248 .121 .379 .071 .101 .069
45 .072 .419 .369 .340 .195 .034 .381 .318 .210 .111
46 .213 .275 .024 .070 .228 .116 .727 .115 .078 -.061
47 .131 .310 .665 .245 .083 -.023 .206 .158 .144 -.072
48 .078 .327 .657 .354 .149 .005 -.195 .167 .151 .078
49 .142 .252 .656 .308 .337 .020 .085 -.148 .031 -.048
51 .402 .130 .245 -.094 .384 .254 .295 .033 -.150 .004
52 .077 .096 -.019 .023 .119 .033 .050 .814 -.026 -.001
53 .169 .348 .224 -.056 .130 .300 -.039 .626 -.032 -.038
54 .188 .064 .377 .200 .165 .361 .521 -.157 .098 -.075
55 .044 .085 .226 .047 .123 .084 .129 -.053 .809 -.050
56 -.059 .024 .175 .805 .004 -.129 .079 -.035 -.073 -.061
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57 .200 .194 .406 .261 .092 .137 .469 .035 .181 .040
60 .186 .243 .280 -.113 .538 .310 .176 .022 .182 -.016
61 .233 .103 .314 -.039 .251 .696 -.008 .004 .062 -.076
62 .383 .190 .170 -.024 .499 .380 .327 -.035 .005 -.040
Extraction Method: Principal Component Analysis. 
Rotation Method: Varimax with Kaiser Normalization, 
a Rotation converged in 11 iterations.
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Appendix U
The National Association for Gifted Children’s Socio-Emotional Guidance 
And Counseling Program Standards
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Gifted Education Programming Criterion: Socio-Emotional Guidance and Counseling ® J Standards
Description: Gifted education programming must establish a plan to recognize and nurture the unique socio-emotional development of gifted learners.
Guiding Principles Minimum Standards Exemplary Standards
1. Gifted learners must be provided 
with differentiated guidance efforts 
to meet their unique socio-emotional 
development.
1 ,0m  Gifted learners, because o f their unique socio- 
emotional development, must be provided with 
guidance and counseling services by a counselor who is 
familiar with the characteristics and socio-emotional 
needs o f gifted learners.
1.0E Counseling services should be provided by a 
counselor familiar with specific training in the 
characteristics and socio-emotional needs (i.e., 
underachievement, multipotentiality, etc.) of 
diverse gifted learners.
2. Gifted learners must be provided 
with career guidance services 
especially designed for their unique 
needs.
2.0M Gifted learners must be provided with career guidance 
consistent with their unique strengths.
2.0E Gifted learners should be provided with college 
and career guidance that is appropriately 
different and delivered earlier than typical 
programs.
3. Gifted at-risk students must be 
provided with guidance and 
counseling to help them reach their 
potential.
3.0M Gifted learners who are at risk must have special
attention, counseling, and support to help them realize 
their full potential.
3.0E Gifted learners who do not demonstrate 
satisfactory performance in regular and/or 
gifted education classes should be provided 
with specialized intervention services.
4. Gifted learners must be provided 
with affective curriculum in addition 
to differentiated guidance and 
counseling services.
4.0M Gifted learners must be provided with affective
curriculum as part of differentiated curriculum and 
instructional services.
4.0E A well-defined and implemented affective 
curriculum scope and sequence containing 
personal/social awareness and adjustment, 
academic planning, and vocational and career 
awareness should be provided to gifted 
learners.
5. Underachieving gifted learners must 
be served rather than omitted from 
differentiated services.
5.0M Gifted students who are underachieving must not be 
exited from gifted programs because of related 
problems.
5.0E Underachieving gifted learners should be
provided with specific guidance and counseling 
services that address the issues and problems 
related to underachievement.
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